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CHAPTER I

Introduct ion

This is the report of a large-scale longitudinal study that followed
two cohorts of students enrolled at the University of Michigan through the
four years of their college career. The study spanned the years from 1962
to 1967, a period when students' interests and demands were brought strik-
ingly to the attention of people in universities and the community at large.
The broad overall objective of the study was to investigate the conditions
and university experiences associated with varying outcomes of the students'
four years in college--outcomes that are presumably significant both as
aspects of maturing and as consequences of influences experienced,in theuniversity.

There
1 is a voluminous research literature on the impact of college

on students. However, the vast majority of these studies have been mainly
a documentation of freshman-senior differences in limited attitudinal andvalue areas. With a few exceptions, it is only within the past decade
that research has moved from the mere demonstration of freshman-senior
differences, to systematic attempts to analyze and relate qese differences
and changes to different aspects of the college experience. Two types of
studies have had this analytic purpose. One has focused on overall charac-
teristics of the institution, and related these to institution-wide student
characteristics and impacts--for example, the work of Astin and Pace and
Stern (Astin, 1963, 1970; Astin and Panos, 1969; Pace and Stern, 1958; Pace,
1969; Stern, 1970). This approach, particularly in Astin's studies, has
meant extensive multi-institutional designs. The second approach has
involved studies that have focused intensively on one or a limited numberof institutions. Their narrower focus has enabled these studies to provide
a more detailed and intensive analysis of the procest by which influence is
exerted in a college setting. Examples of such research in the 1960's are
studies of Berkeley and Stanford (Katz, 1968), Harvard (King, 1967; Vreeland
and Bidwell, 1965, 1966) and the eight-college study conducted by the Berkeley
Center for Study of Higher Education.

Studies that have followed this latter orientation have been concerned
with broad isaues of student values and personal development, rather than
exclusively intellectual and cognitive outcomes. Concomitant with this
broader definition of student outcomes, this research has seen strictly
curricular and academic experiences as only one aspect (often not the most
important one) of the significant influence processes that occur in college.
They have approached the study of college impact from a broad socialization
perspective, emphasizing informal as well as formal influence processes,
particularly those deriving from or mediated through students' friendship
and peer involvements.

1For an excellent and definitive review and integration of this litera-
ture, see Feldman and Newcomb (1969).

2Notable exceptions are Newcomb's pioneering Bennington Study in the
thirties (Newcomb, 1943) and the Vassar Study in the fifties by Sanford andhis associates.

1"



The present study falls within this tradition of intensive investi-

gating of college,impact. Its relationship to other studies in this tradi-

tion, and some of the special contributions it has hoped to make, are spelled

out somewhat more fully in Part Two of this report.

It is interesting that in the vast literature on the relationships

between students and institutions of higher learning, all but a handful have

focused on the influence of the institutions on the students--the impact of

college on students, not of students on college. This is not surprising.

As educators it is natural for us to delineate certain types of student

outcomes as our educational objectives, and to attempt to understand the

experiences and processes in our colleges and universities that facilitate

or hinder these outcomes. And, for those of us who have approached the

study of students from a more general social science perspective, the focus

on impact on students is consistent with our theoretical and empirical

tradition. Theory and research in the area of personality and social struc-

ture have predominantly viewed the interrelationships from a socialization

perspective--the influence of social institutions on individuals rather

than the impact of individuals on the institution.

This orientation, which seemed appropriate when this study was

planned in the early 1960's became obviously one-sided as the study pro-

gressed, and the distinguiShing feature of the decade became the eruption

of student protests, and the demands by the students for institutional

change. ;Chile students' criticisms and protests occurred in all types of

institutions, they were particularly pointed in elite =universities like

the one that was the subject of this study. Therefore, in addition to our

more traditional interest in analyzing student outcomes and change, as the

study developed we also focused on some of the expressions of student

protest, and the features of their university experience that seem to be

evoking this protest. These issues will be particularly relevant in Part

One of this report.

Design of the Study

The major focus of this investigation was a longitudinal study of

all of the students from two classes enrolled in the College of Literature,

Science and the Arts at the University of Michigan--the classes entering

the College in 1962 and 1963. The design of the study involved measuring

these students in a sequence of questionnaires and interviews, from thr

point of entering the University during qe freshman orientation week, to

the second semester of their senior year. There were approximately 2,250

students in each entering class. All of these students were given a two-

hour questionnaire battery during freshman orientation week. The major

reason for attempting to obtain 100 per cent response at this stage was to

be assured of initial data concerning every student included in special

samples.

3The present report is concerned with those students who remained

at the University. A separate report was dcne of the dropouts (Gurin,

NewcoMb and Cope, 1968).

2



From this total population of approximately 4,500 students, the
following samples were drawn:

questionnaire Sample: In each of the two classes, questionnaires
were administered to approximately 450 students (half men and half
women) in the second semester of their freshmen year. In each of
the two class years, this sample constituted all of the freshmen
in a number of residential houses (eight houses in 1962 and eleven
houses in 1963) to which studeqs had been assigned according to
standard University procedures. Additional questionnaires were
given to all of these students still at the University in their
senior years. Thus, the basic questionnaire sample consists of
approximately 900 students measured at three points in time: the
beginning and end of the freshman year, and the end of the senior
year.

To get some further intervening experience data, the students
from the 1962 class were also given questionnaires at the end of
their sophomore year. In addition, senior questionnaires were given
to 300 students from the 1963 class (150 men and 150 women randomly
selected from the total population on whom we obtained entrance data
during freshman orientation week). These additional senior ques-
tionnaires served the purpose of increasing the size of the sample
on whom both entrance and senior data were available, and to com-
pensate for the attrition of the sample due to dropout.

Interview Sample: In each of the two classes comprising our total
population, intensive interviews (as well as the same questionnaires
as were given to the questionnaire sample) were administered to
approximately 200 students (100 men and 100 women) in the second
semester of their freshman year. In each class 150 of these 200
students were chosen randomly; the remaining 50 were chosen on the
basis of entrance characteristics that we felt would be predictive
of involvement in a diversity of student groups and subcultures.
All of these students still at the University were also given inter-
views (and questionnaires) in the second semester of their senior
year.

Thus, the basic interview sample parallels the questionnaire
sample, with the administration of instruments at the same three
points in time: the beginning and end of the freshman year, and the
end of the senior year. Further paralleling the design for the
questionnaire sample, the students from the interview sample in
the 1962 class were also interviewed at the end of their sophomore
year. In addition, a random selection of students was added to the
sample each of the two senior years, to compensate for dropouts and
to increase the interview sample of seniors to 200 in each class.
While there were no previous interviews on these students added to
the senior interview sample, all had provided entrance data on the
freshman orientation questionnaires.

4
Students were chosen in this way because of our interest in studying

friendship patterns. A large proportion of the important freshman friend-
ships are formed among students in the same dormitory.

319



The data obtained from the interview and questionnaire samples were

relevant to the same set of study objectives and hypotheses. The major

purpose of the interviews was to obtain more intensive information relevant

to the issues explored in the questionnaire, particularly in the areas of

friendship and subcultural involvements. Since the students interviewed

completed the same questionnaires that were filled out by the students in

the questionnaire sample, most of the quantitative analyses in the study

have combined the interview and questionnaire samples, as well as the

samples from the two class years.

Response rates varied for the different questionnaire and interview

administrations. As expected, the highest response rate (95%) was obtained

on the questionnaires administered during freshman orientation week. Te
lowest was the 78% response rate obtained on the senior questionnaires.

In addition to this longitudinal study of the two classes of literary

college students, two supplementary studies permitted a more intensive

investigatign of friendship patterns and peer group involvements at the

University. The friendship study involved interviewing the five best

friends identified by a sub-sample of 75 students from the total interview

sample of 400 described above; these friends were interviewed in both 1964

and 1966. The investigation of peer groups involved a study of the total

membership of 29 student organizations in 1966. These two studies, and

their relationship to the basic longitudinal study, are described more

fully in Part Two of this report.

The questionnaires and interviews were designed to tap students'

personal characteristics, values, interests and commitments (both as pre-

dispositional characteristics as entering freshmen, and as senior outcames)

as well as many aspects of their college experience. Many of the questions

were specifically designed for this study; others were taken fram instru-

ments utilized in other large-scale longitudinal studies that were already

underway when the present study began, particularly the Harvard Student

Study, and the study of eight colleges conducted by the Berkeley Center for

the Study of Higher Education. A copy of the questionnaire administered

5Given the fact that questionnaires were voluntary and took approxi-

mately three hours to complete, and that seniors are more resistent to coop-

erating with surveys than freshmen, the 78% response rate was as high as

expected. Because of anticipated difficulties in obtaining responses from

the seniors, five dollars was given to each senior who completed the ques-

tiounaire. It is interesting that response rates for the interviews tended

to be higher than for the questionnaires, although they also involved several

hours of time. Interviews were obtained from 86% of the senior interview

sample.

6Both of these supplementary studies exceeded their anticipated

scope; additional support was obtained from grants from the National Insti-

tute of Mental Health and the National Science Foundation.
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to the seniors appears in Appendix B.
7

Given the vast amount of data and the fact that the study did not
emphasize one particular student outcome or type of college experience,
the analysis of the data did not follow one general over-all plan. Rather,
our approach to the data has been to delineate a number of separate self-
contained problems and analyses. Some have been primarily problem-oriented,
looking to the data for illumination on some of the critical issues facing
universities in the 1960's; others have been more concerned with placing
the data-analysis within a framework of general theoretical relevance;
others have had a more methodological concern. Analyses have focused an
different aspects of the longitudinal design--some highlighting relation-
ships between predispositions and experiences to outcomes and change.
Despite their separateness, however, all these analyses are related to
each other in the very general sense that they take a broad "developmental"
approach to the student characteristics they are studying (as predisposi-
tions and outcomes) and that they view the critLail college experiences
from a social psychological and sociological socialization perspective.

Outline of the Report

This report presents the findings from a number of the major analyses
of the study data. It is divided into three parts. Part One (Chapters II,
III and IV) discusses a set of analyses relating to student criticism and
protest. Chapter II presents an analysis of the personal characteristics
and college experiences of students who question the educational experience
they received at this multiversity. Chapter III presents a parallel
analysis of students involved in a student activist protest. The major
purpose of Chapters II and III is to analyze the common elements and the
differences in the political and educational criticisms of the university,
and the implications these may have for the long-range impact on colleges
and universities of the student protests of the 1960's. Chapter IV pre-
sents some further analyses of student activism, attempting particularly
to sharpen our understanding of activism and its implications by separating
out the factors that make for activism and protest over and above a general
ideological commitment to political liberalism.

Part Two of this report (Chapters V and .) has a more general and
theoretical focus. It presents the theoretical perspectives that guided
this study's approach to student friendships and organizations and the
socializing roles they play within a university, and same of the analyses
derived from these perspectives.

Part Three (Chapters VII and VIII) is concerned with analyses of
factors related to career choice. The career commitment is not only a

7
Parts I and III of the questionnaire in Appendix B were also given

to the seniors in the interview sample. Constraints of space did not permit
the inclusion of all the instruments utilized in the study. The senior
questionnaire covers the main issues and concepts of concern in the study,
except for those in the study of student organizations, which are present
in Chapter VI.

5



critical "outcome" variable in a study of college students; it is also a
striking example of an outcome that is influenced by the interaction of
personal dispositions and college experiences, and thus particularly
appropriate for analysis within the general framework of this study.
Given the very different meaning of vocational choice for men and women
in o,...r society, we have seen the critical issues and problems in this area
as particularly sex-related, and present very different and separate
analyses in the two chapters of Pert Three--Chapter 7 for men, and Chapter
8 for women.

Chapter 9 presents a summary and some implications of the study
findings.

In addition to the findings presented in the main body of this
report, other analyses of the data were carried out in a number of doc-
toral dissertations in sociology, social psychology, and education at
the University of Michigan. The orientations and major findings from these
dissertations are stmanarized in Appendix A.

6



PART ONE

EDUCATIONAL AND POLITICAL STUDENT PROTEST

The,student protests that erupted in the 1960's represented a multi-
faceted criticism of colleges and universities. Some of these criticisms
focused on limitations in the educational experience and environment pro-
vided in these institutions--the irrelevance of course requirements, the
impersonality, the neglect of undergraduate teaching, the focus on cog-
nitive learning and the separation of intellectual from affective and
"developmental" seudent concerns. Other criticisms were primarily poli-
tical in nature, focusing mainly on the university as a representative of
the broader society, calling for changes in same of the relationships of
the university to the society, and, within the university structure, for a
change in the power arrangements to provide students with more autonomy
and control.

Mnst of the discussions of the meaning and implications of student
activism have not systematically distinguished these two strands of protest.
It has often been assumed that the political protest--which has vmpst often
led to the confrontations and disruptions that attract attention and post-
mortem comment--subsumes a criticism of the educational environment as
well as the political relationships and power arrangements in the univer-
sity. But even when this assumption has not been mole and the two types
of protest have been viewed as representing distinguishable critiques, the
nature and implications of the distinction have not been analyzed system-
atically or subjected to empirical investigation. The main purpose of
Chapters II and III in this section is to provide such a systematic,
empirical comparison. Chapter II presents a detailed analysis of same
of the personal and value orientations and reactions to the college ex-
perience that underlie the desire for an educational alternative to the
multiversity; Chapter III presents a parallel comparative analysis of the
value and experiential correlates of involvement in a more politically
oriented student protest.

WS have been concerned with explicating this distinction in this
study, because we feel it has implications for any attempt to understand
the potential long-range implications of student protest for educational
change in the university. The student activism that has led to the dis-
ruptions and confrontations has usually revolved around social and poli-
tical issues, exacerbated by the war in Southeast &silt. The issue of
whether this protest will also provide a continual stimulus for educational
change depends to same extent on whether the political and educational
protests spring from a commin set of value orientations and criticisms
of the college environment.

1
This distinction in the educational setting is related to the more

general distinction that commentators on the youth scene have drawn between
"cultural" and "radical" societal protests. Earlier views such as Keniston's
(1967) stressed the distinctiveness in the two forms of protest. More recent-
ly, (cf Reich, 1970 the focus has been on their comnon core. Here too the
issue has relevance for the implications of protest for long-range societal
and institutional change.

C:141437."



One other issue has been mglected in the voluntinous research and

comments on student activism. The factors that underlie the commitment to

activism have not been distinguished from those related more generally to

a politically liberal ideology. A full understanding of the special meaning

of the protest of the 1960's requires some understanding of the factors

and issues that transform an ideological leaning to a commitment to active

protest. Chapter IV will present the findings from two analyses relevant

to this issue.

One limitation of the following analyses should be pointed out.

They focus on the protest expressions of a predominantly white middle

class population at an academically elite state university. They do not

bear directly on the criticisms and protests of Black students, who started

the student protest movement in the predominantly Black colleges in the

early 1960's; and present a special set ef demands in predominantly White

universities today. A study of Black students at the University of Michigan

that utilized many of the questions from the instruments of the present

study, is reported elsewhere (Fensternacher, 1971).

8
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CHAPTER II

Educational Critique of the Multiversity

Many of the criticisms of the educational experiences provided by
colleges and universities are directed to all types of institutions of
higher education, not just those of massive size and complexity. But
these criticisms tend to be aggravated in the multiversity, in reactions
against its supposed hmpersonality and priority given to research and
graduate programs at the expense of undergraduate teaching.

One of the attempts to respond to same of these criticisms has been
the creation of semi-autonomous smaller cnlleges within the broader insti-
tutional setting of the multiversity. Such a unit--the "Residential College"
was established at the University of Michigan, the first class entering as
freshmen in the fall of 1967. At the time the seniors in our two cohorts
were administered interviews and questionnaires in the spring of 1966 and
1967, the Residential College had not yet opened its doors. It had, however,
been the subject of a good deal of public discussion and debate within the
University community. In our senior questionnaires, therefore, we included
a series of questions about the Residential College. Seniors were asked
whether they had heard anything about it, ydlat they felt its purpose was,
whether they would want to go to the Residential College if they were
starting again as a freshman at Michigan, and the reasons they would or
would not want to go.

Educational innovations like the Residential College--with their
stress on more personalized relationships, the integration of social and
intellectual experiences, the promise of more meaningful relationships
with faculty and a more individualized learning experience--are specifi-
cally designed as educational alternatives to mitigate the major limita-
tions of the multiversity educational experience. The stance that a student
takes with respect to the Residential College, then, may be taken as epito-
mizing his feelings about this issue. In the analysis to be described in
this chapter, we have therefore chosen the response to the question on the
Residential College--specifically whether the student would or would not
choose to enroll in such a college--as our measure of the students' satis-
faction with or criticism of the educational experience provided in the
multiversity. This chapter will be concerned with an analysis of the fac-
tors related to these attitudes toward the Residential College, as a means
of illuminating the nature and implications of the critique represented in
the rejection of the multiversity experience, and the desire for educational
alternatives like the Residential College.

Before proceeding to this analysis, it is of interest to note how our
total sample of students responded to the question about the Residential
College. First of all, as expected, a large number of students--33 percent--
had never heard of the Residential College. Among the 67 percent who had
heard of it, 33 percent said that they would not be interested in such an



experience if they were starting college again, 19 percent were not sure how

they felt and only 15 percent clearly felt that they would be interested in

enrolling. Since the students answering this question were seniors who had

chosen to go to a multiversity and had remained in it for the four year

period, it should perhaps not be surprising that only a small minority felt

that they would have preferred a smaller, more personal college experience.

As one student simply and directly commented, "if I had wanted to go to a

small college, I would have gone to a small college." But it is important,

nonetheless, to underscore the fact that only a small minority of the students

who go through four years at a multiversity, feel at the end that they would

have preferred a more intimate and personalized college experience. We tend

to focus so much on the evils and disadvantages of the multiversity, that

we sometimes forget the many advantages it offers, that indeed certain

aspects of it that are decried by same people are actually seen as advan-

tages by others. There are advantages as well as disadvantages in the anony-

mity of ehe large multiversity setting. Some students prefer an environment

that permits them to feel unconfined by a small group of friends) that

enhances the possibilities for picking and choosing friends on the basis

of interests rather than propinquity, that allows one to "be alone" when

one wishes to be. In the presentation in this chapter, therefore, where we

will be involved in exploring the correlates of ehis kind of critique of

the multiversity, it will be important to keep in mind that we are talking

of something that is not a universal complaint, and where there are :meaning-

ful arguments on both sides of the issue.

Factors Related to Attitudes Toward the Residential College

We have organized the analysis of factors related to attitudes toward

the Residential College into two broad groupings that might roughly be termed

n personal characteristics" and "reactions to the college experience." Under

personal characteristics we include such factors as the student's basic

orientations taward college (his goals for college, the kinds of things he

hopes to get from the experience), some of his more generalized values and

interests, his personality characteristics and concerns, and some of his

family relationships. Under reactions to the college experience, we include

such issues as his general satisfaction with college, his feelings about

the impact that college has had on him, his reactions to faculty and his

course experiences, his social and extracurricular experiences, and his

reactions to issues like impersonality and student control that have been

prominent sources of criticimm of the multiversity. In a sense we are asking

two broad sets of questions: 1) What kinds of people are attracted to

educational innovations like the residential college; what values, personality

concerns and orientations taward college are reflected in a preference for

this kind of educational experience? 2) What kinds of reactions to the

university experience are particularly relevant to this preference; what

negative aspects of the multiversity is it particularly a reaction against?

We wish to stress particularly the importance of the second set of

analyses, those which relate attitudes toward the Residential College to

criticisms of particular aspects of the college experience. While the cam-

mentators on student protest have speculated about the nature of the criticisms

26
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that students are making of universities as educational and social-political
institutions, the research on protest has focused almost exclusively on
the nature of the students making the protests. While these analyses do
have significance, since the meaning of protest can be amplified by under-
standing the kinds of people making the protest, such an exclusive emphasis
can be somewhat misdirected. This has been particularly true in the research
on student political activism, wbich has focused on the meaning of the
protest in terms of tbe activists' family background and relationships with
parents. There has been strikingly little research relating student protests--
educational or political--to the students' reactions to specific aspects of
his college experience. In stressing such analyses as well as those relating
protest to personal characteristics, we hope to keep foremost the implica-
tions of protest for highlighting some of the problems and limitations of
our universities.

Personal Characteristics

Orientations Toward Colleste

Among the indiviival characteristics that should distinguish those
students who are critical of the multiversity experience from those who
are more likely to be satisfied with it, those which define the students'
basic orientations toward the college experience should be particularly
important. Individual students differ greatly in the goals they have for
college, and these goals tend to define the basic orientations that deter-
mine their paths through the four year experience and their reactions to it.

These underlying orientations toward the college experience were
measured in a number of questions in the study. One of these was based on
the well-known "student subculture" typology of Clark and Traw (1966).
They delineated four basic orientations toward the college experience which
they labeled "academic," "vocational" and "nonconformist." The question
in our study measuring these orientations was taken from the Educational
Testing Service's College Student Questionnaire; the question was con-
structed specifically as an operational defiyition of the four Clark-Trow
subcultures. In this question (Question 49) the students were presented
with four paragraphs describing four different "philosophies" about the
purposes and goals of a college education, and asked to rank the statements
according to the accuracy with which they portrayed the students' awn point
of view. "Philosophy A" which represented the vocational point of view
emphasized "education essentially as preparation for an occupational future."
"Philosophy B," representing the academic orientation, stressed the impor-
tance of "scholarly pursuit of knowledge and understanding. . .serious
involvement in course work or independent study beyond the minimum required."
"Philosophy C," representing the collegiate orientation, emphasized "extra7
curricular activities, living group functions, athletics, social life,

1For the exact wordings of the questions referred to in this and the
following chapters, see the questionnaires presented in Appendix B. Unless
otherwise indicated, question numbers refer to Part I of the questionnaires
in the appendix. When the questions come from Part II or Part III of this
questionnaire, they will be so indicated in the discussion.

Xkt.



rewarding friendships, and loyalty to college traditions." Finally, the "non-

conformist" orientation described a philosophy which emphasizes "individual-

istic interests and styles, concern for personal identity, and often con-

tempt for many aspects of organized society." The nonconformist and academic

orientations, it should be noted, both represent involvement in intellectual

concerns and ideas; the major distinction is that the academic students
follow their intellectual interests within the traditional academic frame-
work of the college, whereas the nonconformists pursue these interests
outside the formal college structure of classes and curricular requirements.

The Clark-Trow typologies have sometimes been criticized as being

overly broad. The academic subculture can include the intellectually
curious students as well as the academic grinds; nonconformists include

both political radicals and "cultural" dropouts; the collegiates include
students seriously involved in many of the issues of the university as well

as those concerned with "partying" and "having a good time." As a way of

getting at some of these distinctions, another question was asked at a
later point in the questionnaire (Part III, Question 17). Here the students

were presented with a list of ten "kinds of students" and asked which of

these they felt "most similar to".

Table II:1 presents the relationship between attitudes toward the
Residential College and the students' basic college orientations as
measured by their identification on both the Clark-Trow typologies and the

ten student types outlined in the other question. (The Clark-Trow sub-

cultures were presented in a ranking question and the table presents the

mean rank assigned to each subculture; in the question presenting the ten
student types, students were able to indicate they were "most similar" to

more than one type--the figures in the table refer to all students who

mentioned feeling similar to each given type, even if they also mentioned

one or two other types.)

If we look first in Table II:1 at the findings for the Clark-Traw

typologies, we see the clearest relatio2ships with the vocational and non-

conformist subcultural identifications. For both the men and the women

students, those who favor the Residential College give clearly higher

2In this and all the other tables in this chapter, two sets of sta-

tistical significance figures will be presented: those for relationships

involving all four types of responses to the Residential College (those who

never heard of the Residential College and those uncertain of how they feel

about it as well as those who clearly favor it or do not favor it); and

those for the comparison of the favorable and unfavorable groups. In our

discussion of the findings we will comment only on the latter. For the

purposes of the discussion of this chapter, we are not interested in the

many findings indicating that the students who never heard of the Residen-

tial College are clearly different from the other three groups of students.

This group consists largely of students with a very narrow orientation toward

the university, oblivious to much of what's going on around them in the

environment that doesn't touch on their immediate individualized ccncerns.
Students in this group are different from the other students in many ways
and on many dimensions; but these differences spring from their general
lack of involvement in the university, not fram their non-involvement in

12
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rankings to the nonconformist subculture and clearly lower rankings to the
vocational subculture than do those students who do not favor the Residen-
tial College. This is what one might have expected. The problems of the
multiversity that educational innovations like the Residential College
attempt to correct--the impersonality, the lack of an intense intellectual
experience--are less significant for students who are primarily oriented
toward career preparation; at the same time, these vocational students
are particularly responsive to the course diversity and technical expertise
that the multiversity has to offer. But these limitations of the multi-
versity do represent major reasons why the nonconformist students feel
they have had to develop their intellectual and cultural interests outside
the traditional structures of the institution.

The findings in Table II:1 are somewhat less clear for the students
identifying with the academic and collegiate subcultures. Among the men,
those who favor the Residential College tend to be more academic and less
collegiate than those who do not favor the Residential College. Again
this is what might have been expected. A major appeal of the Residential
College is the possibility it offers for a more intense intellectual
experience, particularly through closer relationships with faculty. One
might expect it, therefore, to be more appealing to the academically
oriented students. The collegiates, on the other hand, are students who
apparently have found satisfaction for their diverse extracurricular and
social interests in the large and varied scene of the multiversity. However,
it should be noted that the findings on the academic and collegiate sub-
cultures are less striking, particularly among the women students where
the differences are small and not statistically significant. To same extent,
particularly with respect to the academic subculture, these less clear
findings may be attributed to the breadth and, hence, ambiguity of the Clark-
Trow categories.

Same further amplifications of the findings on the Clark-Trow question
appear in the second part of Table II:1 which relates the attitudes to the
Residential College to the responses to the question that delineated the ten
student types. Of particular interest are the responses to the two typo-
logies which differentiated the broadly intellectual students and the aca-
demic grinds, both of which tend to be subsumed within the "academic"
category of the Clark-Trow question. The two types were presented as "The
intellectual students, ehose who may not get good grades but are involved
in the world of books and ideas," and "The students who are most concerned
about studying, keeping up with the course work, getting good grades." It
is clear in Table II:1 that these two types of students are very different
in their attitudes toward the Residential College. The broadly intellectual
students clearly favor the type of educational reform represented by the
Residential College; the more narrowly academically, involved are more satis-
fied with their existing situation, and more often tend to say they do not
favor the Residential College (although this latter difference is not

the Residential College issue per se. Therefore, the fact that they are sig-
nificantly different on many issues is not speciafly relevant to our interest
in this chapter. It should also be noted that thtoughout this chapter, and
in most discussions of this monograph, we will be. looking at all relation-
ships separately for the men and women, on the assumption that the factors
related to different reactions to the university will often be different
for men and women.
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statistically significant for either the men or the women). The Residential

College and what it represents seems to be clearly appealing to the broadly

intellectual students, rather than to those academically oriented in a

more restricted sense. This appeal of the Residential College to students

with broad intellectual interests is particularly significant, and a theme

we will see recurring throughout the findings in this chapter.

Some other findings in Table II:1 may also be noted briefly. The non-

conformist category in the Clark-Trow typology tends to focus on students

who are alienated from the University because of a deep involvement in

aesthetic, cultural and "identity" issues, and to minimize the non-conformity

and alienation from the University that comes from a strong social and polit-

ical commitment. Two of the ten student types attempted to distinguish

these two groups of students ("The creative perhaps nonconformist students"

and "The students who are most concerned about social.end political issues

on a national or international scale".) As indicated in Table II:1, favoring

the Residential College is related to both types of non-conformist expression,

the creative, identity-oriented individualist, and the student with a deep

social and political concern.

In summary, dhe findings in Table II:1, present in a very general sense

some of the major orientations underlying a student's interest in the kind

of educational reform represented by the Residential College. The broadly

intellectual students, the students who are questioning traditional values,

the politically concerned, those heavily absorbed in identity issues and

searchings, tend to be critical of the multiversity and find an appeal in

the educational environment promised by the Residential College. Students

with more restricted vocational or academic interests, as well as socially-

oriented collegiate students, are more satisfied with the multiversity and

less interested in the Residential College. In the next set of tables within

this section we will look in more detail at same of these orientations

towards college, to amplify and in some instances clarify the general im-

pressions that derive from Table II:l.

Intellectual-Aesthetic Orientations

Table 11:2 presents the relationships between attitudes toward the

Residential College and several measures of intellectual and aesthetic value

orientations. The first four measures in the table are scales from the

Omnibus Personality Inventory, that were developed in the studies of the

Berkeley Center for the Study of Hisher Education to measure cognitive and

intellectual orientations of college students. These and three other soaks

from the OPI were administered in the freshmen and senior questionnaires.

Following is the description of these scales presented in the OPI manual of

1963.

Complexity: This measure reflects an experimental orientation ratbsr

than a fixed way of viewing and organizing phenomena. High scorers

are tolerant of ambiguities and uncertainties, are fond of novel

3Because of the time factor, the three longest scales (Thinking Intro-

version, as well as the Social Maturity and Impulse Expression scales that

will be discussed at later points in this chapter) were reduced to approxi-

mately 30 items each by a random selection of item from the total scale.



situations and ideas and are frequently aware of subtle variations
in the environment. Most persons high on this dimension prefer to
deal with complexity as opposed to simplicity and are disposed to
seek out and to enjoy diversity and ambiguity.

Aestheticism: The high scorers endorse statements indicating diverse
interest in artistic matters and activities. The content of the
statements in this scale extends beyond paintings, sculpture and
music and includes interest in literature and dramatics.

Thinking Introversion: Persons scoring high on this measure are
characterized by a liking for reflective thought particularly of
an abstract nature. They express interest in a variety of areas such
as literature, art and philosophy. Their thinking tends to be less
dominated by objective conditions and generally accepted ideas than
that of thinking extroverts (low scorers). Extroverts show a pre-
ference for overt action and tend to evaluate ideas on the basis
of their practical hnmediate application.

Theoretical Orientation: This scale measures interest in science
and in scientific activities including a preference for using the
scientific method in thinking. High scorers are generally logical,
rational and critical in their approach to problems.

The other entries in Table 11:2 came fram the senior questionnaire.

"Inteliectual-Aesthetic Orientations Toward Life" comes fram Question
57 of the Senior Questionnaire. This question asked the student to rate
the importance he felt a number of different areas would have in the life
he would live after college. Among the list of areas the following two
were included: "The world of ideas, the intellectual life" and "The world
of art and music, the aesthetic life". The index in Table 11:2 repreents
the summation of the importance the student gave to these two items.

The next entry in Table 11:2 comes from question 47 which listed a

number of college goals and asked the student to indicate the importance of
each of them to him. Among the items listed was the follawing: "Exploring
new ideas--the excitement of learning". Table 11:2 presents the relationship
between attitudes towards the Residential College and the significance the
student assigned to these intellectual goals.

The other data in Table 11:2 relate to the extent of the student's
library and "serious" reading (Questions 121 and 122), and his responses to
two of the items from question 25 of the questionnaire which asked the student
to indicate the experiences that had been most important to him in his life

4
This and the other indices presented in the tables of this monograph

were in most instances constructed from the factors that emerged in a number
of factor analyses of the questionnaire items. The items were organized into
broad conceptual categories, and separate factor analyses performed within
each of the categories. The empirical criterion for determining whether an
item belonged in a given factor was a loading of at least .40 on that factor
and negligible loadings on other factors. Separate factor analyses were
performed for male and femmle students. Except for Chapter V, the discussion
in this report will be confined to the indices that were common for the
male and female students.



at the university. This latter question presented the student with a long
list of items each of which had to be checked on a five-point scale varying
fram "of crucial importance" to "not at all". In this long list of items
were two which were particularly relevant for tapping a student's intellec-
tual and aeseletic interests. These were "discussing ideas, intellectual
exchange with friends, other students" and "experiences with music, drama,
art".

Looking first at the findings for the men students in Table 11:2, one
is struck by their striking consistency. Except for the responses on the
Theoretical Orientation scale which measures specifically scientific inter-
est rather than broader intellectual and cultural interests, the findings
on all the different measures show that the numa students who favored the
Residential College are higher in the measures of intellectual and aesthetic
orientations. It is also of interest that the findings are much less clear
and significant for the WOIMBIM. While in all cases they are in the same
direction as for the men, they are only statistically significant on the
three OPI scales. Apparently, the Residential College has a strikingly
clear appeal for intellectually and aesthetically oriented men students,
but a somewhat less clear and unambivalent appeal for women students with
these orientations.

It is interesting that this distinction is consistent with the pre-
liminary findings from a research study initiated when the Residential
College was opened in 1967 (Reimer, 1969). These findings, on the students
who actually went to the Residential College, suggest that while the highly
intellectually-oriented men students seemed satisfied with their experience
at the college (at least at the end of the freshman year) a larger proportion
of intellectually oriented women were dissatisfied and transferred out of
the College.

It is not immediately apparent why intellectually oriented women
should have greater ambivalence about the environment of the Residential
College. It may reflect the fact that there are greater conflicts and
pressures on an intellectual woman in our society, and that these conflicts
get exacerbated in the intense interpersonal environment of a Residential
College. Intellectual women may require a certain amount of distance to
be able better to integrate their intellectual interests with the demands
on them for intimacy and sexuality. While this type of integration may
also present issues for the men students, they are not exacerbated by the
role conflicts that makes it particularly a problem for women.

Vocational Orientations

In the question that presented the students with a list of eight
possible goals for college (Question 47) and asked them to indicate the
significance and importance of each of these goals, two of the eight items
presented a view of college as a preparation for occupation and career.
One of these items was phrased in narrow vocational terms, "thinking through
what kind of occupation and career I want and developing some of the neces-
sary skills"; the other presented a broader and deeper conception of a
vocational orientation, "developing a deep, perhaps professional grasp of
a specific field of study".
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Table 11:3 presents the relationship between the importance that a

student assigned to each of these college goals and his attitudes toward
the Residential College. As indicated in Table 11:3, no significant rela-
tionships appeared. Among the men students there is some tendency for
those who do not favor the Residential College to assign samewhat more
importance to a narrowly defined vocational orientation. It is interesting
that even this tendency does not appear for the women students. The stereo-
type of the "vocational" student is one who views college in very narrow
pragmatic and anti-intellectual terms, applies much more to the men than
to the women students. For a woman, using the college experience to help
think through occupational issues is if anything more likely to occur among
the intellectual students, given the conflict and ambivalence around career
commitments for women in our society.

But even among the men the tendency for vocationally oriented students
to reject the Residential College is not significant, and certainly not as
clear as it appeared in Table II:1, on the Clark-Trow question, where a high
rating to a vocational orientation meant that one had chosen it over and
above academic and non-conformist typologies. It appears from Table 11:3,
that when students are not forced to choose between vocational and other
orientations, those who favor the Residential College are not opposed to
seeing college as important for helping them think through issues of
occupation and career.

The critical distinction between students who differ in their atti-
tudes toward the Residential College is not whether occupation and career'
are important, but in the kind of significance they have. The two groups
of students differ in their orientations towards the world of work. In
Question 79 of the questionnaire, after the students were asked to indicate
the occupation they expected to enter, they were presented with a list of
items and asked haw important each of them had beedin their decision
about whether or not to go into that kind of work. A factor analysis of
these responses delineated four factors. One factor represented those
items reflecting the desire for an occupation as a means of self-expression
("this occupation is a unique fit with my abilities and skills," "this
occupation is a unique expression of my interests," "in this occupation I
can be creative and original".); another factor reflected a much more
extrinsic orientation toward the world of work, one which views an occupa-
tion in terms of the external rewards it offers ("this occupation is a
very respected one", "it provides many opportunities for advancement",
"it promises a secure future", "the income is high"). Still another
orientation focused on jobs that maximizee autonomy and minimized direction
and pressure from external sources ("in this occupation I will not have
to work under very high pressure", "this occupation leaves me relatively
free of supervision by others"). Finally one factor stressed the importance
of an occupation that gave one an opportunity to express involvement with
people and social values ("this occupation gives me a chance to be helpful
to others and/or useful to society in general", "this occupation gives me
a chance to work with people rather than things").

Table 11:3 relates students' responses on these four different
orientations toward work, to their attitudes toward the Residential College.
The clearest consistent finding emerges with respect to the emphasis on
external rewards. This orientation is less important to students who favor
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the Residential College. The differences are clear and significant for
both men and women. The only other relationship in this area that is sig-
nificant appears for the women students on the "freedom from external
pressure" index, where we again find that the students who favor the
Residential College (at least among the women) are more rejecting of the
external aspects of the job. Just as they more clearly reject external
rewards, they are also particularly sensitive to externally presented
demands.

In summary, the findings in Table 11:3 help amplify the relationship
between a vocational orientation and feelings about educational innovation
and reform. The students who are attracted to educational experiments
like the Residential College are not students who are unconcerned about
issues of occupation and career, or who negate the role that college can
play in helping one think through these issues.5 What they are opposed to
is vocationalism in the very narrow sense. This is evident in the fact
that they more often rejected a vocational orientation in a question that
forced them to choose between that and other more broadly intellectual
orientations; and it also manifests itself in the fact that they are clear-
ly less materialistic and externally oriented in their orientations trward
the world of work and their occupational chaces.

Collegiate Orientations

A student's involvement in what Clark and Trow have referred to as
"collegiate" concerns, was measured in a number of questions and indices
in the questionnaire. The relationships between these questions and atti-
tudes toward the Residential College are presented in Table 11:4.

The first index in Table 11:4 was built from question 25 of the
Senior Questionnaire, which listed a number of different experiences and
asked the students to check how important each of them had been in their
lives at Michigan. In this list were three items that tap some of the
extra-curricular involvements subsumed under Clark and Trow's notion of the
collegiately oriented student--"Extra-curricular life--the campus groups
and activities I've become involved in"; "School spirit activities, e.g.
Michigras, Homecoming"; "Intramural or varsity sports (as either a spectator
or participant)".

A major aspect of the collegiate orientation is the focus on social
life, partying and dating. This was measured in an index consisting of
two of the items from Question 25 ("parties and social life" and "dating")
and the item from Question 48 which indicated the extent to which the student
felt that "having fun, enjoying the last period before assuming adult
responsibilities" was one of the goals he had achieved in college. Table 11:4
also presents the findings on the significance attached to the "having fun"
item as a college goal (Question 47).

Finally since the collegiate orientation has traditionally been focused
in the fraternity and sorority system, Table 11:4 presents the findings on
the relationship between attitudes toward the Residential College and students'

5
Perhaps this should not be surprising since "relevance" is one of

the demands of students interested in educational change, and occupational
decisions are obviously crucially "releVant".
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attitudes toward the Greet system, as well as whether they were living in
a fraternity or sorority.°

It is clear from the findings in Table 11:4 that collegiately oriented
students are less interested in the Residential College. On all the ques-
tions and indices presented in Table 11:4 for men and women students, signi-
ficant differences appear between those who favor and those who do not
favor the Residential College.

To some extent these findings compleuent those on intellectuality
that we have previously discussed. Since we saw that the intellectual
students tended to favor the Residential College (particularly among the
men) we might expect that the collegiate students, representing a sommhat
non-intellectual orientation, would be less involved in the Residential
College. This is not the only explanation however, since, as we have seen,
intellectuality was not clearly related to attitudes toward the Residential
College among the women students, and generally at Michigan the fraternities
and sororities did not fulfill the stereotype of the anti-intellectual Greek
systeuG

In addition to the issue of intellectuality, Table 11:4 suggests
that collegiate students may be less interested in the Residential College
because they found social and interpersonal gratifications at Michigan that
other students were less able to find and therefore looked for in the more
personal and intimate environment of a Residential College. The impersonal-
ity of the multiversity apparently was less of an issue for the collegiately-
oriented students, particularly those who formed their close subculture
around the fraternity and sorority system.

Value Orientations

We have seen in the discussion of the preceding section, that atti-
tudes toward the Residential College reflect a student's general orienta-
tions toward the college experience. These college orientations and goals,
in turn, are aspects of a broader set of value orientations and personality
characteristics that we were also interested in exploring in this study.
Soue of the relevant value orientations will be discussed in this section,
and more general personality characteristics in the section that follows.

The study had a primary concern with two sets of value issues that
we felt would be particularly relevant to college students. Since college
is a period when many students re-examine their values--questioning the
values passed down from their parents and struggling to form a set of
values and commitments they feel are truly "their own"--we included a
number of questions an the students' position with respect to traditional
value orientations. Secondly, because of the heightened significance of

6
Figures are presented for whether or not students were living in a

fraternity or sorority, rather than actual membership, because it was felt
that the former provided a better index of a student's collegiate orienta-
tion. Since seniors were permitted to maintain membership in fraternities
and sororities without living there, the figures in Table 11:4 underestimate
the membership figures, particularly for the fraternities.
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political values on college campuses in the 1960's, we included a number
of questions in the political area. Both sets of value orientations--tradi-
tional and political--will be related to attitudes taward the Residential
College in the discussion that follaws.

Traditional Values

Three measures of a student's traditional value orientations were
used in the study. One index which we have labelled "Self-Concept as Tradi-
tional" derives from a factor analysis of Question 105 which asked the
student to describe himself on 28 seven-point scales defined at each end by
bi-polar adjectives. The traditionalism self-concept index consists of the
following adjective descriptions which loaded heavily on one factor: "Reli-
gious-Agnostic", "Politically Conservative-Politically Liberal", "Conven-
tional-Unconventional".

The other two measures of traditionalism consist of the Religious
Liberalism and Social Maturity scales of the Omnibus Personality Inventory.
They were defined in the manual as follows:

ReliRious Liberalism: The high scorers are skeptical of religious
beliefs and practices and tend to reject most of them, especially
those that are orthodox or fundamentalistic.

Social Maturit : High scorers are not authoritarian and they are
flexible, tolerant and realistic in their thinking. They are not
dependent upon authority rules or rituals for managing social
relationships. In general, they are impunitive although capable
of expressing a question directly when it is appropriate.

Thus, the study's measures of traditionalism include both general
measures and the particular area--religious values--that is often a critical
issue among college age students in the process of moving away fran tradi-
tional values of their parents. Amang the general measures of traditionalism,
the Social Maturity Scale is particularly relevant. The concept of "social
maturity" overlaps considerably with the construct of non-authoritarianimn
as it developed in the original studies of the authoritarian personality
(Adorno, et al., 1951); it describes an individual who is able to break
from traditional modes of thinking, and obtain some objectivity and distance
with respect to his parents and their values.

The relationship between attitudes toward the Residential College
and these measures of traditionalism are presented in Table 11:5. As indi-
cated in this table, the feelings about this elucational innovation are
clearly related to traditional values and orientations among the men students.
When compared with the numwho are not interested in the Residential College,
those who feel they would have liked such an experience more often see them-
selves as unconventional, and are clearly less traditianal as measured by
their scores on religious liberalism and nonauthoritarianism. For the yen

studemti, then, the interest in this kind of educational experience is
associated with a less traditional orientation toward life generally. For

the men students not interested in this different educational envinamment,

eheir satisfaction with the educational status quo is part of a more general
satisfaction with traditional values and ways doing things.
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It is interesting in Table 11:5 that among the women students, while
the findings are in the same direction as they are for the men, the diffe
ences are less striking and not statistically significant. This parallels
the findings on intellectual orientations where we also saw that the rela-
tionships were less clear for the women. In general, then, it appears
that attitudes toward educational change are less clearly related to more
general ideological and value positions for the women students than for

the men. We will comment on the possible meaning of this in the summary
discussion of this chapter.

Political Attitudes and Interests

We noted above that one item in the measure "self-concept as tradi-
tional" was the student's self rating on "politically conservative-politically
liberal". One particular aspect of the student's stance with respect to
traditional values and ideologies is his position on political issues. We

had special interest in the political area in this study, and the senior
questionnaire dealt with it fairly extensively. A factor analysis of the
large number of items relative to the political domain resulted in the
following five separate factors:

Domestic conservatism-liberalisuu The summation of the responses

to the following two items: Agreement-disagreement on a question
on attitudes toward labor unions (Question 129) and attitudes toward

Medicare (41westion 134).

Attitudes toward Civil Liberties: The summation of the attitudes

expres3ed on four questions on civil liberty issues: whether or not

Communists should be allowed to teach in a college, the right of
legislative conunittees to investigate political beliefs of faculty
members, and the propriety of refusing a passport to a socialist
(Question 129); and attitudes toward congressional investigations
of UnAmerican activities" (Question 134).

Attitudes toward Civil Rights: The summation of responses to three
questions on attitudes toward Slacks (Question 130, 131 and the
item on Civil Rights sit-in demonstrations from Question 134).

Attitudes toward Foreign Affairs: The summation of three questions
designed to pwasure militancy and attitudes toward foreign relations.
These included attitudes toward taking firm action against the
Castro government in Cuba, attitudes toward defense spending, and
approval or disapproval of the ban on Nuclear testing (Question 134).

Attitudes toward Student Interest in Political Action: The responses

to one of the items from Question 134 in which the students were
asked to indicate their approval or disapproval of "increased student
interest in political action".

In addition to indices built on the items from ehese factors, a scale
on degree of political interest (regardless of conservative-liberal direction

of this interest) was also constructed. This consisted of the responses

to three self-ratings on political interest and information (Questions 135,
136, and 139).
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Finally, students were also asked their attitudes about what should

be done with regard to the Vietnam War (i.e., in the early months of 1966

and 1967 when the questionnaires were given to the two cohorts) as well as

their political party identification.

The student responses on these various political ideological measures

are related to the attitudes toward the Residential College in Table 11:6.

The findings are consistent with those on the more general measures of

traditionality discussed in the preceding section. Among the meh students

there are clear, consistent relationships. Those favoring the Residential

College are generally more
politically invorved and aware, as well as more

politically liberal on issues of civil rights, civil liberties and foreign

relations. Among the women, we again find that the relationships, while

in the same direction, are less consistent and clear, again indicating

that the reactions to this educational innovation are somewhat less embedded

in a more general ideological position for the women than for the men

students.

Personality "Identity" Characteristics

There has been an increasing tendency for personality-oriented research

on college students to cast the psycho-social issues that college students

face within an "identity" framework (et Chickering, 1969). This is not

surprising since Erikson's (1959) identity concepts were developed as

particularly relevant to the critical issues of post-adolescence. In addi-

tion, many identity-relevant concepts seem specially appropriate for people

of this age group who are in college. For example, the concept of post-

adolescence as providing a psycho-social "moratorium" for testing and trying

out different alternatives before making one's identity commitments, has

particular relevance for the value-confronting and value-testing environ-

ment provided in a college setting. The identity orientation, then,

served as the framework for the personality issues explored in this study.

There are a number of identity concepts that are meaningful in a

study of college students. One is the issue of salience--the extent to

which the whole identity issue is central and critical to a given indivi-

dual. Some students enter college already relatively settled in their

values, their self-concepts and the directions they will take in life.

For other students the major preoccupation of their college years is the

self-testing of various life alternatives and the process of attempting

to arrive at such directions. One critical dimension then is the issue of

identity-seeking and identity-searching itself, the extent to which this

whole process is a critical conscious concern.

In addition to the general issue of identity searching, we also

attempted to focus on particular areas of life that are major arenas in which

identity conflicts and developments are worked through in the college years.

In ehinking through issues of who one is and the directions in which one

should go, the question of one's basic value commitments becomes critical.

Several questions in the questionnaire therefore explored the process of

value commitment. Also critical in these post-adolescent pre-adult years
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is the question of how one will fit into the major adult roles after college--
marriage, parenthood and work. The occupational role has particular signi-
ficance in the college years since it affects the major academic decisions
one has to make during college. A number of questions in the questionnaire
were therefore-directed to exploring the student's feelings of adequacy or "fit"
between his developing identity and these adult roles, and the process by which
he spent his college years defining himself in relation to these roles.

The next four tables will present the relationship between attitudes
to the Residential College and these four aspects of identity issues in
college--identity seeking, value-identity concerns, feelings of "identity
fit" and adequacy in prospective adult roles, and occupational and voca-
tional identity concerns.

Identity-Seeking Orientations

A number of questions in the questionnaire attempted to tap the extent
to which the process of searching to define oneself in relation to one's
values and the social world, was a salient issue for the student. Several
questions addressed this issue in a very general way. Although the questions
were rather simplistic measures of a camplex concept, they have related
meaningfully to other concepts in a number of the data-analyses undertaken
in this study.

The relationships between this identity-seeking orientation and
attitudes toward the Residential College appear in 11:7. One approach to
this issue was a very simple question which asked the students "How much
have you thought about the questions "Who am I? What do I want? What
will I became?" (Question 112). Another question approached this issue
by attempting to tap the students' general self-criticism and self-questioning
and the dissatisfaction with self that is a basic component of the process
of identity-seeking and searching. Students were asked "How self-critical
are you--how often do you have the feeling that you are missing your awn
ideals by same margin--never quite living up to your ideals?" (Question 113).
Another simple and direct approach to this issue appeared in question 54
wlhich presented the students with a list of experiences that college students
often describe as crises and problems during the college years, and asked
them to indicate the extent to which this had been a serious problem or
crisis for them. Among the list of experiences presented to the students
were the following: "A difficulty in 'finding' myself in the sense of
personal meaning and identity--where I was headed, what I was seeking in
life."

In addition to these questions trying to get very generally at the
identity-seeking orientation, the questionnaire was also interested speci-
fically in the extent towhich the student looked to college as the arena
for helping him think through these identity issues. Two indices were
constructed relevant to this issue, and also appear in Table 11:7. One
of these, "Identity Seeking as a College Goal" comes from the responses to
the question which asked the student to rate the importance to him of a
number of purposes or goals of a college education (Question 47). Among
the factors listed were the following two which were highly related and

combined to form the "identity seeking" index: "finding myself, discovering
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what kind of person I really want to be" and "opportunities to think through
what I really believe, what values are important to me." The second index
in Table 11:7 ("Achievement of Identity Goals in College") came from Question
48 which asked students how well they felt their college experience had
helped them achieve these goals. The same list of items was presented to
the students and the samc two ("finding myself" and "opportunities to think
through values") were combined for this index.

Table 11:7 presents the relationship between the responses on all
of these identity-searching items and attitudes toward the Residential
College. The findings for the men students are again strikingly clear.
On all the questions indicalting an identity-searching orientation there are
statistically significant differences between men students who favor and
those who do not favor the Aesidential College. Favoring the Residential
College among the men students is very clearly associated with an identity-
seeking and searching orientation. The only question not significant for
the men in Table 11:7 is the one which focusses not on the identity searching
that the students bring to their college experience, but on the extent to
which they feel their identity goals have been achieved in college. Here
there is only a slight and non-significant difference between the students
who have differing views of the Residential College, indicating that while
those who favor the Residential College have looked to the college experience
as an arena for thinking through identity issues, they have not particularly
found this desire fulfilled. This is not surprising, for if they had been
unusually satisfied with the extent to which their years at Michigan had
enabled them to fulfill these desires, we would not have expected them to
look for a different kind of educational experience.

These findings are not necessarily what one might have predicted.
The multiversity offers some advantages to the identity seeker who approaches
the college years as a moratorium period providing the opportunity to test
out various identity alternatives. Even the impersonality of the multi-
versity might be seen as an advantage, providing a person more of an oppor.
tunity to stand back a little, to pick and choose, rather than being forced
into choices by the intense intimate environment of a Residential College.
One might have predicted that a desire for such distance might have made
the identity-seekers less favorable to the Residential College. However,
the findings in Table 11:7 suggest that this is not so, particularly for
the men. In a sense, the ability to maximize the potentialitiec offered
by the diversity in the multiversity, nay depend upon already having arrived
at a certain amount of certainty about the self and the direction in which
one is going. The open-ended quality of the identities of the students
who indicated high "searching" and "seeking" in response to our questions,
may make them somewhat overwhelmed by the diversity and multiplicity of
choices and resources available in the multiversity, without the personalized
help in choosing that is available in settings like the Residential College.

Two of the characteristics promised by the Residential College were
probably of special appeal to the identity-seekers among the students in
our sample. It offers them a freer, less structured academic environment,
giving them more time and "room" to test out who they are and what they
want; a clearly structured set of classes are perhaps more beneficial to
people who are more certain about where they are going. Secondly, the more
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intimate personalized environment of the Residential College is probably
also crucially important to students involved in the identity search. As
the pheonmenal growth of the group encounter movement suggeats, the search
for identity in American life is closely tied to the search for intimacy,
and it is likely the interpersonal experience of the Residential College
setting that the identity-seekers ars particularly interested in. It is
important, in this connection, to point up that the desire for closer
relationships applies not just to the desire for such relationships with
friends, but also the desire for mare meaningful relationships with faculty,
for relationships whereby faculty might provide some personal models to
help give direction to the identity-forming process.

The findings presented in Table 11:7 have implications beyond the
Residential College specifically. Most observers of the undergraduate

scene would undoubtedly agree xidLith the implications of the findings, that
the desire to have the college experience address itself to one's personal-
ity development and identity concerns underlies much of ehe criticism of
the nultiversity, and the desire for a type of education that is freer, more
unstructured and more addressed to affective as well as cognitive issues.
The findings also highlight one of the problems faced in the pursuit of
educational innovation and the attempt to make learning more affective
and personally relevant. The problem is one of presenting an environment
that enables a student to integrate affective and intellectual elements.
Since we have already seen that the student desiring reforms like the
Residential College tend to be highly intellectual in interests as well as
"identity-seekers"; the raw material would seem to be there for the inte-
gration of the personal and intellectual orientations. However, as anyone

who has attempted such innovations would attest, the integrative process
is a difficult one. Perhaps, by its very nature, the intense search for
personal meaning is difficult to integrate with the cognitive and intel-
lectual elements we have traditionally viewed as the end products of the

educational process.

As a final note it is interesting again to point out that the rela-
tionships presented in Table 11:7 are much clearer for the men than for
the women students: While the identity-searchers among the women also

tend to favor the Residential College, the findings in most instances are
less striking and not statistically significant. Again we may suggest the
explanation that we offered when we noted that women evidenced less rela-
tionship between intellectual orientations and the desire for the Residen-

tial College. In our society the demands for intimacy may to same extent
push a woman in a more traditional role, and hence be more difficult to
integrate with her own concerns for self-development and finding the direc-

tions in wlhich she wants to go as a person. Sexuality and intimacy which

to a man are consistent with developing self-definitions, may present a
conflict for the woman searching to find some unique definition of who she

is and where she is going.

Value-Identity Concerns

An important aspect of the identity search, particularly in the
post-adolescent college years, is the process of commitment to a set of
values that will help provide direction to one's life, and define the

4 2
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standards in terms of which critical life decisions are made. For many
students the college years are ones in which critical values are in a
state of considerable flux, when students are questioning the values
derived from their backgrounds, their parents, their early experiences,
and attempting to define a set of values that they can see more as "their
awn." Particularly critical are values around ethical issues and moral
standards.

Table 11:8 presents the relationship between attitudes toward the
Residential College and the extent to which the internal struggle over
these value issues was a central concern of the college years. Two ques-
tions in the questionnaire were particularly oriented toward this issue.
In Question 54 which presented the students with a list of "problems or-
crises" and asked them to indicate the extent to which each of these had
been a crisis or a problem for them, three items were included which
were particularly relevant to the student's questioning of his ethical and
moral values. These items ("a questioning of my religious faith or beliefs";
a questioning of my personal standards from meeting people with very

different standards--of ways to act, sexual standards, rmaral behavior";
and "the shock of meeting people who seemed to know so much more than I,
who were more commopolitan or had been around so much more than I") emerged
as a single factor in the factor analysis of the responses to the items on
Question 54 and were combined into the index "bothered by self-questioning
of ethical and personal standards in college" that appears in Table 11:8.

Table 11:8 also presents the findings on a.question dealing specifi-
cally with concerns over arriving at a set of standards in the sexual area
(item e. in Question 111).

The findings in Table 11:8 parallel those we have observed for the
general questions on identity-searching in Table 11:7. There is a very
clear relationship for the men students; those who favor the Residential
College indicate that they were much more involved in the process of ques-
tioning their moral and behavioral standards, and in the attempt to arrive
at a set of values and guidelines in these areas. Among women students
the relationship is much less clear and not statistically significant.
This is further evidence of the appeal of the Residential College environ-
ment forlmen students heavily concerned with identity issues, and the much
more ambivalent response of similarly minded women to that environment.

Feelings of "Fit" and Adequacy in Prospective Social Roles

A critical aspect of identity theory is that it comprises a set of
concepts that relate the individual to his social world. Identity "problems"
involve some lack of fit between the individual (his needs, capacities and
directions) and his social world; identity resolutions involve same inte-
gration of the individual and his environment. "Healthy" identity resolu-
tions do not necessarily imply conformity, but they do imply that the
individual finds some place for himself in the world, and comes to terms
with what he wants to do, the directions in which he wants to go. This
issue is particularly critical in the college years, since they are trans-
ition years in which one is preparing to take one's place in the adult
world, and to think through the ways in which one wishes to find expression
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TABLE 11-8

Relationship Between Attitudes Toward Residential Colle e
and Value-Identity Concerns

Males

Favor
RC
(N=98)

Uncertain
(N=115)

Do Not

Favor

RC
(N=166)

Bothered by
Self-Questioning
of Ethical and
Personal Standards in
College (Memis on 10-
point scale, 10=greatly

. . .

bothered) 4.22 4.03 3.65

F(all cols.) = 3.081, p = .05
F(co1.1 vs.3)= 6.076, p = .05

Concern Over Deciding
About Sexual Standards
(Means on 4-point scale,
1=very concerned) 2.93 3.17 3.30

F(all cols.) = 3.994, p = .01
F(co1:1 vs.3)=11.710, p = .001

CN=71)
Bothered by Self-
Questioning of Ethical
and Personal Standards
in College (Means on 10-
point scale, 10=
greatly bothered) 4.65

F(all
F(col.

Females
(N=116) (N=218)

4.67 4.36

cols.) = 1.333, p = NS
1 vs.3)= 0.918, p = NS

Concern Over Deciding
About Sexual Standards
(Means On 4-point scale,
1=very concerned) 2.57 2.55 2.57

F(all cols.) = 1.267, p = NS
F(co1.1 vs.3)= 0.000, p = NS

(4 4

60

Never
Heard
of RC
(N=175)

3.63

3.23

(N=205)

4.59

2.74



in that world. A critical aspect of the identity issues with which a student
grapples in the college years are issues involving his feelings of adequacy
eIcl fit with respect to the critical social roles he is performing, and
those that he will fill in his life after college.

Question 111 of the questionnaire was particularly addressed to the
student's feelings of adequacy or uncertainty in significant present and
prospective roles. The question presented the student with a number of
potential problem areas and asked him to rate the extent to which each of
these had been a matter of concern to him in the past year or two. In the

factor analysis the following five areas were delineated as separate
factors:

Adequacy in the work role (as measured by the item "Do I have what
it takes to succeed in the world"?)

Adequacy in the friendship and interpersonal area (as measured by the
following two items: "popularity--will I be socially successful,
be accepted by the groups I want to get into," and "getting along
with members of the opposite sex--will I be able to hold the interest
of boys (girls) I like?").

Concern about adequacy in marital and heterosexual role (as measured
by the following items: "whether I will get married--find someone
I love and want to marry who wants to marry me," "whether I can have
a happy and stable marriage," ''whether anyone could love me enough
to want to marry me," "whether I am capable of consistent and con-
tinuing love for one person").

Concern about adequacy in parental role (as measured by the follawing
items: "whether I want to have children," "whether I can accept the
responsibility of being a parent," "whether I can raise happy end
healthy children").

Concern about personality and "identity" adequacy. This factor con-
tained items relating not to a specific adult role, but rather more
generally to one's adequacy as a person, including how well one was
maturing and becoming an "adult." This was measured by the following
items: "a feeling that I am always acting, never being true to
myself or being myself," ''whether I amdeveloping normally," "social
sensitivity, a feeling that I get hurt too easily," "having a bad
temper, the fact that I get angry too often and too easily," "the
fact that I don't seem to want to grow up".

The relationships between responses in these five areas and attitudes
toward the Residential College are presented in Table 11:9. The findings,
particularly for the men students, show an interesting pattern. In the

items measuring a generalized identity concern--concern about the direction
in which one is going, how one is developing as a person--we find a statis-
tically significant difference between men students who favor and those who
do not favor the Residential College. Those favoring the Residential College
express more concern. This is consistent with what we have observed in
the findings on identity-searching in the preceding two tables. What is
interesting is that this pattern of responses does not obtain when we look

at the findings on Zeelings of adequacy in the four more specific role areas.
There is a relationship with respect to the marital and heterosexual role,
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where we find again that the men students favoring the Residential College
are mpre self-questioning and concerned about their adequacy in this area.
However, in the other three roles--the area of work and life succesa, the
interpersonal and social roLe, the concern over how one will handle the
parental role--we do not find any differences between the men students who
favor and those who reject the Residential College. What these findings
suggest, then, is that interest in an educational innovation like the
Residential College is not related indiscriminately to feelings of self-
questioning and inadequacy, but is rather related to self-questioning in
a more specific sense. The focus of the men students faybring the Resi-
dential College is on issues of personal identity and the intimacy issues
that are closely tied to identity development in the post-adolescent years.
It is not, then, that the Residential College appeals to men who are just
generally more insecure and self-questioning; rather, it appeals to Chose
who are particularly focused on identity and intimacy issues, and the
environment it promises is particularly addressed to those issues.7

Occupational Identity

For many college students, identity issues focus around the process
of deciding on an occupation and career. Several questions were directed
toward measuring this process and the students' concerns and involvement
in this arena.

One important aspect of the process of occupational choice from an
identity perspective is the degree of comfort and certainty one feels in
one's choice, the degree of "fit" that one feels between one's self and
the choice one is naking. We attempted to measure this in the index
referred to in Table II:10 as "degree of certainty about vocational choice".
This included the responses to four questions of the questionnaire: the
degree of certainty about one's occupational choice (Question 73); the
feeling that the choice expresses one's special interests (Question 77)
and fits one's particular skills and abilities (Question 78); and the
feeling that the choice represents something one really wants to do as
opposed to same campramise of one's central interests and involvements
(Question 82).

Another aspect of this area tapped in the questionnaire was the
degree of involvement and investment the student had in the actual choice
and decision process. We assume that this involvement in the choice process
reflects the extent to which the career choice represented a salient iden-
tity issue in the college years. This was measured by two parallel ques-
tions. One asked about the process of arriving at a decision about college
major; the other asked directly about the occupational choice (Questions
10 and 75). For both major and occupation, the student was asked whether
the decision was something he had thought about a great deal, whether it
was something he had not thought about much but was fairly certain he
wished to do, or whether it was something that he had "pretty nuch just
drifted into." The findings on this index also appear in Table II:10.

7
Again, it may be noted that these distinctions are less clear for

the women students.
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Finally, we were also interested in the extent to which the voca-
tional area had been something that the student not only thought about a
great deal, but something thatLhad been particularly problematic for him:
whether arriving at a vocationil decision had been an issue of difficulty
and great concern (Question 54, Item 0, and whether problems in this area
had been so serious during college that the student either went for help
with them or felt he should have gone (Question 40).

It is interesting in Table II:10 that the clearest relationship
between these occupational identity questions and attitudes taward the
Residential College occurs one the question which asked whether these
concerns had constituted a serious problem. This was clearly true for a
larger proportion of the people who favored the Residential College, a
relationship that was statistically significant for both the men and the
women. The wording of the question on which these results were obtained
(Question 40) is illuminating: "Have you ever experienced any vocational
problems during your years at Michigan--for example, confusion about what
you want to do, uncertainty about your aptitude for particular occupa-
tions, concern over differences with your parents about your occupational
interest--about which you feel you should or would have liked to talk to
someone?" The wording of this question clearly casts the vocational
problem within the context of broader identity issues and concerns. It

stresses the identity aspects of the occupational decision. The other
questions which do not stress the broader identity implications as much,
do not shaw statistical differences, at least for the men students.
Thus, the findings in Table II:10 are ccnsistent with the others we have
noted in the identity area. It is the very general identity issues that
are particularly relevant to students interested in the Residential College,
not the concerns in the mpre specific identity-role areas.

The findings for the women students in Table II:10 are particularly
interesting and merit same special note. In contrast to the preceding
tables, we find in Table II:10 that the women do not show less relationships
with attitudes toward the Residential College. If anything, the relation-
ships are somewhat mPre striking for the women students: for example,
responses to thequestions measuring the extent to which students thought
about their decision in the vocational area are significantly related to
feelings about the Residential College for the women students but not for
the men. The women students whp favor the Residential College indicate
much more thought and weighing of decisions in this area. These findings
suggest that the process of vocational choice for college women, raising as
it does issues of potential conflict between career aspirations and more
traditional feminine role expectations, has mpre generalized identity
implications and problems for women than for men students.

Impulse Fxpression

The findings with respect to one other conc3pt in the personality
area might be noted briefly. While many of the personality developmental
issues explored in this and other studies have been cast within an identity
framework, others have been viewed within a more traditional psycho-dymamic
theoretical framework, particularly in the work of Sanford and his colleagues
(Sanford, 1962; Katz, 1968). A dominant concern in this group has been the
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issue of impulsivity and the need for people in the early post-adolescent

years to learn to integrate impulse expression with ego control.

One of the scales of the OmnibuS Personality Inventory was developed

particularly to deal with this issue. This "Impulse Expression" scale is

defined in the OPI Manual as follows:

Impulse Expression: This scale assesses a general readiness to

express impulses and to seek gratification either in conscious

thought or in overt action. The high scorers value sensations,
have an active imagination and their thinking is often daminated

by feelings and fantasies.

We expected that favoring the Residential College would be related

to higher scores on the impulse expression scale, that students higher in

impulsivity would prefer the somewhat more unstructured personal and

affect-relevant environment that educational innovations like the Resi-

dential College provide. As evident in Table II:11, however, there is no

relationship between impulse expression and attitudes toward the Resi-

dential College for the women students; and the relationship for the men,

while in the expected direction, is not statistically significant. We

will see in Chapter III that impulse expression is related to political

activism, and will comment on the possible meaning of these findings at

that time.8

Family Re la t ionship s

We have noted that much of the research on the student critics of

the university has focused on the student's background characteristics and

parental relationships. This has been particularly of interest in the

study of student political activists, whose critique of society (and the

university as a representation of society) has often been viewed as an

expression of the continuities and conflicts between the students and their

parents. It is interesting that the research that has taken this perspec-

tive has varied greatly in its sympathies with student activism. Some have

used this orientation as a way of analyzing the institutional critique

as a displacement and acting out of family conflicts, a process of psycho-

logizing that effectively tends to discount the meaning of the critique as

a valid commentary on defects in our institutions. But the familial back-

ground of student activists has also been of interest to observers and

researchers like Flacks (1967) and Keniston (1968) who have been interested

in these issues as a way of placing the movement in its appropriate gener-

ational and historical context.

These parental and generational relationships are of more interest

in the analysis of the socio-political criticism of the student activists

than of the educational critique being examined in this chapter. We will

be particularly concerned with same of these issues in our more specialized

and intensive analysis of student activism in Chapter IV. But given the

great focus on such issues in the literature, it may also be of some interest

to look at them briefly in this chapter, particularly in the comparative

context with the analysis of student activism in Chapter III.

8See discussion around Table 111:13 in Chapter III.
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TABLE II-11

Relationship Between Attitudes Toward Residential College

Impulse Expression
Scale of the OPI
(Means on 33-point
scale, 33=high)

Impulse Expression
Scale of the OPI
(Means on 33-point
scale, 33=high)

and Impulse Expression

Males
Do Not Never

Favor Favor Heard
RC Uncertain RC of RC
(N=98) (N=115) (Nlig166) (N=175)

18.76 17.59 17.84 18.63

F(all cols.) = 1.437, p = NS
F(co1.1 vs.3)= 1.534, p = NS

Females
(N=71) (N=116) (N=218) (N=205)

16.20 15.40 16.10 16.15

F(all cols.) = 0.499, p = NS
F(co1.1 vs.3)= 0.016, p = NS
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The students' relationships with their parents were tapped in a
number of questions in the senior questionnaire. Three issues were of
particular interest: the closeness with the parents, the influence the
parents still exerted on the student, and the degree of vetue agreement
and disagreement between student and parents. The relationship between
the student's responses to some of these issues and his attitudes toward
the Residential College are presented in Table 11:12. The indices in
this table were measured in the follawing ways:

Closeness to father and mother was measured in two questions (Part
III, Questions 23 and 24) which asked the students how close they
felt to each parent and how well they felt each parent understood
them. Closeness to parents was also tapped in Question 55 which
asked students how ready they were to take critical personal concerns
and problems to their parents.

The parents' influence over the students was nmasured in two
questions (Question 12 and 83) which asked how important the mother
and father were in the students' choice of a major in college and
in the decision to go into the occupation they were contemplating
going into.

Value disagreement with parents was measured in a question (Part
III, Question 25) which asked the students to indicate their degree
of agreement or disagreement with their mother and father on a
number of issues--"values about what's important in life", "political
beliefs", "people I've dated", etc. Each of these issues was rated
on a three-point scale for degree of disagreement and summarized
into two indices, one for father and one for mother. In addition
students were asked whether any of these disagreements had developed
since they came to college, whether the differences were due to the
ways they had changed during their years at college (Part III,
Question 26).

The relationships of the responses on these measures to attitudes
toward the Residential College are presented in Table 11:12. With only one

or two exceptions (the women students' feelings of closeness to their
mother and their readiness to talk with their parents about problems) the
relationships tend to show that students who favor the Residential College
are somewhat more distant from their parents--that is, they feel less close,

less influenced by them, and more in disagreement on same central values.
However, the differences are not large and, with only a couple of exceptions,
are not statistically significant. It might also be noted that the differ-
ences that do appear occur somewhat more strikingly and consistently (although

even here usually not statistically significant) in the area of value dis-

agreement rather than emotional closeness. We have seen in the preceding
sections that the students' desire for a more innovative educational
experience is related to a more general set of ideological positions that
tend to be more liberal and non-conformist (particularly for the men students).
It is not surprising, then, that students favoring the Residential College
should feel a certain amount of value disagreement with their parents,
or that the disagreement should be fairly salient and current as indicated
in the fact that the students who favor the Residential College more often
feel that their disagreements developed as a function of what they were going

;52 68
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through during the college years. It is perhaps more interesting that these
value disagreements do not necessarily imply any emotional estrangement
from the parents. Whatever generational conflict these students are re-
flecting seems to be fairly well confined to the ideological and value
area, without the overly personalized intensities that have so often been
hypothesized in the analysis of the relationships of the political activists.

Reactions to the Multiversity Experience

We have been interested in the preceding analyses of the personal
and ideological characteristics of students interested in the Residential
College, because they indirectly suggest the kinds of things students are
looking for in the Residential College and, by implication, what they
found lacking in their four years at a multiversity. In the remainder of
this chapter we will look somewhat mare directly at their criticisms of
their college experience by looking more specifically at the relationships
between reactians to different aspects of this experience, and attitudes
to the Residential College.

Overall Satisfactions with Colley&

Before looking at students' reactions to specific aspects of their
college experience, wa may note the relationship between attitudes to the
Residential College and same overall measures of the student's satisfac-
tion with that experience. Table II:13 presents the relationship with
two such measures. One was a straightforward question (Question 45) which
asked the students how satisfied they were that they came to the Univer-
sity of Michigan rather than some other school. We would obviously expect
the seniors who said they would have preferred a Residential College ex-
perience to indicate somewhat more dissatisfaction in response to this
question, and Table 11:13 indicates that this is indeed the case.

Of more interest in Table 11:13 is the relationship with another
question which tried to get a more intense reaction to the college ex-
perience than is implied in the word "satisfaction", by measuring the
extent to which the college experience was something exciting, new and
different (Question 44). Here we find that there is no difference between
students who differed in their attitudes toward the Residential College.
Despite their greater dissatisfaction with many aspects of their experience
at the multiversity, the seniors who favored the Residential College did not
find their experience any less exciting or "big and new" than did the
students more satisfied with their college experience. In short, the fact
that they are more satisfied and not looking for a different college ex-.
perience does not mean that those satisfied with the multiversity got
"more" from college. To a considerable extent their greater satisfaction
seems to be function of the fact that they are looking for less in the
college experience, that they are not as interested in finding a college
experience that will be excitingly different, that will stimulate them to
new ways of thinking and looking at the world, as are those students who
as seniors look back on their multiversity experience and find something
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lacking, samething that might have been better fulfilled in a different type
of educational setting. Conversely, the fact that the seniors who favor
the Residential College are more dissatisfied does not mean that they
"got less" from their college experience, but that they were looking for
more, that they were looking to their college experience for an intensity
and excitement that they did not find completely fulfilled. These specu-
lations lead us more directly to the issue of the impact of the four-year
experience on the students in our sample. This will be examined in more
detail in the following section.

The Im act of the Colle Ex erience

The criteria for judging the meaningfulness of a college experience
are complex. They involve not only the degree of cognitive learning, but
the impact of the college experience on an individual's attitudes, values
and personal development. There is a good deal of controversy over the
types and areas of change that should be viewed as criteria of a "success-
ful" college experience, but most observers would agree that the meaning-
fulness of a college experience should be evidenced in some kinds of
individual change, that students should be different in some significant
ways than they were as entering freshmen four years earlier, or than they
would have been if they had not undergone the college experience. Beyond
the rather palid issue of "satisfaction" with the college experience, then,
we were interested in relating attitudes toward the Residential College
to some indices of the meaningfulness and impact of the college experience.
Is the desire for a different kind of educational experience related to the
feeling that one has had a rather barren educational experience in the
multiversity; or does it occur among students whose four year experience
has represented a great deal of meaning and change, a change which reflects
the fact that these students are particularly sensitive to and open to
the influences of college, and therefore desirous of a potentially even
more stimulating experience?

We explored this issue in a number of questions which asked the
seniors in our study about the changes they felt they 1 ,d undergone as a
result of their four-year college experience. The relationships between
the responses to these questions and attitudes taward the Residential
College are presented in Table 11:14. The table includes the following
indices which measure the student's feelings of very general overall changes
as well as his feelings about change in specific areas:

Self-perceived value and personal change: An index consisting of
two questions (Question 51 and 52) which asked students haw much
they felt they had changed in their beliefs and values, and how
much they had changed in "the kind of person" they were.

Self-perceived increase in political interest and liberaliAT: An
index consisting of three items (Question 53, Items f, g and n)
which measured the extent to which the student felt college had
brought an increased interest in politics and world affairs, an
increasing concern about social issues and problems, and an
increasing liberalism in political attitudes.



Self-perceived change in religious and sexual values: An index con-

sisting of three items (Question 53, Items j, k and 1) which measured

the feeling that college had brought a libelalization in the moral

and ethIcal area as measured by the student's feeling that he had

much less acceptance of traditional and formal religious commitments

and much more liberal and non-traditional values in the sexual area.

Self-perceived change in clarity of life goals: An index consisting

of two items (Question 53, Items a and i) indicating the student's

feeling that college had helped him clarify some of his major life

directions, specifically his occupational plans and his life goals.

Self-perceived change in academic-intellectual interest: An index

consisting of three items (Question 53, Items b, d, and e) which

measured the extent to which the student felt his college years

had brought increased interest in learning and involvement in

studying.

As indicated in Table 11:14 it tends to be the students who favor 1

the Residential College, rather than the students more satisfied with their

multiversity experience who feel that college was a period of great change

for them. Students who want the Residential College more often feel that

the college years were a period of general value and personal change for

them; more specifically, they also more often feel that college was a

liberalizing experience for them in the sense of producing more liberal

attitudes in the area of religion and personal morality as well as in the

political sphere. (Again, consistent with many previously-noted findings,
these relationships are more striking for the men than for the women,

particularly the questions on the perceptions of changes in a liberal

direction.)

It should be noted that the students favoring the Residential

College are not' more often saying that they changed in all areas. As

indicated in Table 11:14, they do not more often feel that they changed

in the sense of acquiring a greater clarity in their life goals. Indeed,

as we noted previously, the students favoring the Residential College tend

to be the identity-searchers; we would not expect them to be people who

felt unusually certain and clear in their life directions. Also, they

did not more often feel that they changed in the direction of greater

intellectual and academic interest. Since, as we will note later, students

who favor the Residential College do seem to have objectively changed more

in these areas when their freshman and senior scores are compared, the fact

that they do not more often feel they underwent such changes is probably

a reflection of the fact that those favoring the Residential College have

higher ilatellectual standards. They are therefore somewhat dissatisfied

with the intellectual experience that the university offered them, a

dissatisfaction that counteracts the fact that objectively they do seem to

have became more intellectually open and involved.

In general, then, although it is not an all-inclusive feeling encom-

passing all significant areas, the feeling that the college experience

has had a meaningful impact on one, seems to occur more often among students

dissatisfied with that experience rather than those relatively satisfied

and less interested in a different type of experience. We were also

interested in whether this was true not only for the students' perceptions
0.
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of change, but for freshman-senior change as objectively measured. While
examining the relationships between attitudes toward the Residential College
and freshmen-senior changes on all the indices in this study was beyond
the scope of this report, we have chosen the objective changes on the
seven scales of the Omnibus Personality Inventory as representing some
particularly critical areas of change. The OPI was specifically developed
to study change in college, and includes meesures of values, interests,
and cognitive-intellectual styles that most educators would hope to see
changing and developing in the college years. (Complexity, Aestheticism,
Thinking Introversion and Theoretical Orientation measure intellectual
and cognitive styles and interests; Social Matprity, Impulse Expression
and Religious Liberalism were designed to measure the increasing flexibil-
ity, openness and non-traditionalism that many would hope represented the
liberating effects of a college education.)

Table 11:14 presents the relationship between attitudes toward the
Residential College and freshman-senior changes on the seven OPI scales.
Change was measured by residual change scores which were computed from
regression equations, taking into account the initial position as freshmen
on these scales. The change scores are expressed in relative terms; that
is, a positive score means one changed more than the average in the
population that started from the same freshman position; a negative score
means that one changed less than the average.

In general, the findings in Table 11:14 on objectively measured
freshman-to-senior changes, parallel those on self-perception of changes
presented in the first part of the Table. Again we find differences in
most areas, between those who do and those who do not favor the Residential
College; and in all instances where there are significant differences,
we find that those who favor the Residential College demonstrate the
greater freshman-to-senior change. Those students who have been more
affected by the college experience, who have changed more in the direc-
tion of increased intellectual interests and liberalization of attitudes
and values, are those who emerge more dissatisfied with their college ex-
perience and more interested in the kind of educational innovation repre-
sented by the Residential College.

When we distinguish among the seven OPI scales according to whether
or not statistically significant differences appear in Table 11:14, we see
that the results on change are consistent with the senior attitudinal
differences that we have discussed in preceding sections; that is, those
favoring e-td nct favoring the Residential College differ significantly
in the amount of change they have undergone in just those areas where we
previously observed that they differ in the values and attitudes they hold
as seniors. We noted above (see Table II:11) that students favoring and
not favoring the Residential College did not differ in their scores on
the impulse expression scale; we see now in Table 11:14 that they also do
not differ in the extent to which they changed in impulse expression between
their freshman and senior years. We presented data suggesting that seniors
who favored the Residential College tended to be more intellectually
oriented as measured by the Complexity, Aestheticism and Thinking Introver-
sion scales (see Table 11:2) and also more liberal, flexible and open as
measured by the Social Maturity and Religious Liberalism scales (see Table 11:5);
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we see now in Table 11:14 that they also changed more on these scales
during their college years. Finally, we have observed that these rela-
tionships were stronger and more striking for the men students than for
the women students; Table 11:14 now indicates that the findings on change
are also more striking for the men than for the women. While on all
seven scales of the OPI the women students who favor the Residential
College changed more than those not favoring the Residential College, the
differences are not as striking as they are for the men and in only two
of the cases are they statistically significant. Among the men the dif-
ferences are clear and statistically significant on five scales.

What then does Table 11:14 add to our preceding findings that the
more intellectual and liberally oriented students tend to be more attracted
to the Residential College? The crucial point made by the data presented
in Table 11:14 is that these attitudes and values to some extent developed
during college, that the multiversity experience helped pramote the very
attitudes and values that made the students turn from the University.
In a sense, the students who got most from the multiversity college ex-
perience, who were most open to it and more reactive to it and "successful"
in the sense of developing intellectual and liberalizing values that are
important outcomes of a college education, ended up as those students most
critical of the experience.9

9
It should be noted that in stressing the fact that students

favoring the Residential College changed more in intellectual interests
and liberal attitudes and values, we do not mean to tmply that they did
not differ in these respects as freshmen. It is possible that the dif-
ferences among the seniors in these attitudes and values could be a func-
tion of both initial differences as freshmen and differential changes
during the college years. This would be an example of the principle of
accentuation. Feldman and Newcomb (1969) have noted as a fairly generally
principle, that the impact of the college experience seems to be such as
to accentuate the differences that students bring with them as entering
freshmen. This hypothesis was checked by examining the entering freshman
scores on the OPI scales of the students who later as seniors differed in
their attitudes toward the Residential College. When we look at the
entering freshmen scores on the five OPI scales which later showed dif-
ferences both in change and in senior scores for those favoring and not
favoring the Residential College, we find an interesting distinction
between the scales measuring intellectuality and the scales measuring
liberal values. The students who later indicated that they would have
preferred the Residential College were already more intellectually
oriented as entering freshmen, than were those students who later indicated
that they would not be interested in the Residential College. Again
this is more clear for the men than for the women students. As entering
freshmen, the men students who later indicated they would favor the Resi-
dential College, were significantly different fram those who later rejected
the Residential College on all three of the intellectual scales: Camplexity,
Aestheticism and Thinking Introversion; among the women students, the same
differences appeared on all three scales, although the difference was
statistically significant only on the Aestheticism scale. On the Social
Maturity and Religious Liberalism scales there were no significant dif-
ferences as entering freshmen between those who later differed in their
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What are the implications of these findings for any attempt to

evaluate the meaningfulness of the multiversity experience? In one light

one might say that these findings are a sign of the "success" of the ex-

perience at this multiversity in that it helped develop students to the

point where they were ready for something else. On the other hand, the

findings might be interpreted as pointing up the limitations of the multi-

versity experience, in that the criticism comes from those students who

are most involved in and committed to some of the basic goals of the

University. Either interpretation underscores the seriousness of the

critique.

There is a tendency among some observers to discount the criticism

of educational institutions that comes fram students--whether the criticism

takes an educational or political activist form--by suggesting that it

comes from those TAdlo are not involved in the educational and intellectual

enterprise, in same cases even. that it comes from people who are non-students

rather than students. The findings from research on political activism

have tended to contradict such observations by pointing to the fact that

the activists tend to be the most involved and best achieving students.

The findings we have been discussing suggest that educational innovation

is also most attractive to students not only more intellectually involved

and open, but those who are interested in utilizing a university exper-

ience to further those ends.

Academic Experiences

A student's reactions to his academic experiences in college can

best be understood in terms of the expectations and desires he brings to

these experiences. Before examining our data on the students' academic

involvements and reactions to the classes they experienced, it may be

helpful to look at their responses to a question that attempted to get

at the type of academic experiences they preferred.

A major aspect of the criticisms of universities as learning environ-

ments is the lack of opportunity they provide for individual initiative

and self-directed learning. The issue is not just the narrow one of

"faculty vs. student control" but rather the broader issue of a structured

and pre-determined curriculum vs. one that is open and individually

directed. The student's position on these issues was tapped in a question

(Question 4) which presented the studentwith a set of scales contrasting

different types of classes, and asked hhn to indicate the degree of his

preference for one or the other of the contrasting types. The issue of

structuredness vs. openness was presented in several aspects: the type

attitudes toward the Residential College. In short, the intellectualism

that served as an ideological underpinning for the desire for the Residential

was a prXxhmt of both entering predispositions and the influences

of the four-year college experience; the liberal values that also served as

an ideological support for this interest, seem to be more exclusively a func-

tion of the .four-yvar development in college. But in both instances, as we

have noted, regardless of the entering predispositions, the interest in 'the

Residential College is related to change and development in these areas

during the college years.
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of examinations (essay tests vs. objective tests), the issue of student
initiation vs. faculty control (for example, "professors leave it up to
the students to keep up with the work" vs. "Professors regularly check up
on the students to make sure that assignments are being carried out pro-
perly"), the presentation of a clear point of view and clear requirements
as opposed to a class that encourages the student to determine his awn
assignments and arrive at his awn point of view.

The relationships between the responses to this question and atti-
tudes toward the Residential College are presented in Table 11:15. On

every one of the six comparisons presented in Table 11:15 for both men
students and women students, those in favor of the Residential College are
more stronsly in favor of the classroom alternative that represents the
greater autonomy and openness of class structure. It is also interesting
to note, however, that the relationships are clearer on certain items
than on others. The differences between those who favor and do not favor
the Residential College are not statistically significant on the two most
obvious autonomy items: the item which contrasted "required attendance
for class" with "attendance not required", and the one which contrasted
II professors leave it up to the students to keep up with the worle' with
11 professors regularly check up on the students to make sure that assign-
ments are being carried out properly and on time". The differences are
much clearer and in all cases statistically significant (for the men) on
the other four items, which get more generally at the issue of class
structuredness vs. openness. The main issue for the students who want
the Residential College seems to be the desire for a more open structure
in the classroom, onewlhich permits more testing out and self-discovery,
rather than the issue of student versus faculty control in a more direct
pawer sense. We will see in a later discussion that students who favor
the Residential College are more often looking for faculty figures to
serve as models for them, so the issue is not one of student autonomy
in the narrow sense. What the students who favor the Residential College
want in a classroom is an atmosphere that promotes exploration--discussion
classes, essay tests, a class that presents many viewpoints, one that does
not present clearly structured requirements and expectations. This open
atmosphere is usually a very central aspect of educational experiments
like the Residential College, and Table 11:15 suggests that this is one
of the important aspects that draws a student to it.

As a final comment, we may again note that these relationships are
more striking for the men than for the women students. While the tendencies

for the wcmen are in the same direction, only in the choice of essay tests
over objective tests are the women students who differ in their attitudes
toward the Residential College significantly different in their classroom
preferences. These sex-differences are consistent with previous findings
which explored the issue of "openness" from other perspectives, for example
the relationship between attitudes toward the residential college and iden-
tity-searching orientations, where we also noted that the relationship
was stronger for the men than for the women studencs.

These findings on the students' classroom preferences were further
supported by the students' responses to a question that asked them to rank
their interests in different academic areas (Question 2). As presented in
Table 11:16, the more clearly defined and structured disciplinary areas
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(natural sciences and mathematics) were ranked more highly by the students
who do not favor the Residential College (again, this applies to the men
students not the women). The looser and more open humanities area was
preferred by the students who favor the Residential College It is inter-
esting that the social sciences were not given higher rankings by the
students favoring the Residential College. Since students interested in
the social sciences tend to be less traditional and more liberal politi-
cally, and we have seen that these values are related to a favorable
attitude toward the Residential College, we might have expected those
interested in the social sciences to prefer the Residential College.
However, on the issue of openness versus structure, the social sciences
fall somewhere between the humanities and the natural sciences and the
lack of differences presented in Table 11:16 reflect this middle position.
The fact that the Residential College has a special appeal for students
interested in the humanities but not particularly for those involved in
social sciences also is consistent with previously-noted findings that a
favorable attitude taward the Residential College reflects a very broad
and general intellectual and aesthetic orientation.

With these data on academic preferences as a backdrop, Table 11:17
presents the findings on a number of questions on the students' reactions
to eheir actual academic experiences at ehe university, particularly the
classes that they took. These questions covered a number of different
aspects of these experiences:

One question (Question 1) presented a number of statements
representing different reactions to courses taken at the univer-
sity, and asked the student to indicate how often he had had these
reactions. The responses to two of the items in this question
("I found the courses interesting" and "1 found the courses dull")
are presented in Table 11:17. The table also presents the findings
on an index built from three highly interrelated items in this
question which tapped the extent to which the courses were unusually
stimulating, evocative and productive of "active" learning ("I found
the courses not only interesting but very exciting and stimulating",
"I had long discussions with friends about ideas that the courses
stimulated," and "I was stimulated to do reading or other work
beyond the course requirements"). In another attempt to get at
the extent to which courses provided this special sthmulation, one
questica (Question 3) asked the student how many of the courses
he had taken stood out as unusuallytmlaningful experiences.

Question 26 in the questionnaire presented the student with
a long list of statements asking him to check the extent to which
he felt the statement was or was not characteristic of Michigan.
In a factor analysis of these statements, two items emerged as a
separate factor particularly relevant to the academic reactions
of the student. These were Items 16 and 25 of Question 26, which
measured the extent to which the students felt the course standards
were law and not challenging. This index is particularly relevant
to the concerns in this chapter, because one might expect that the
intellectually-oriented students looking for a more meaningful
intellectual experience in the Residential College would have been
particularly critical of their university academic experiences
as unstimulating and unchallenging..'
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The last two entries in Table 11:17 are taken from the
question asking for ratings on the significance of different
university experiences. (Question 25) Two of these were particu-
larly relevant to the academic experience, "classroom work--
lectures, reading, classroom discussions" and "individual study,
research, writing, art wock." It was hypothesized that students
interested in the Residential College would have seen individual
study as particularly significant and would have assigned less
significance to more traditiamal "classroom work."

Turning to the findings in Table 11:17, we see that except in two
instances (and then only among the men students) the differences between
those favoring and not favoring the Residential College are not statis-
tically significant. But the two differences that are significant (the
men favoring the Residential College more often see the courses both as
unusually stimulating and as dull) as well as other tendencies in the
data, present a samewhat paradoxical but consistent picture. The students
who favor the Residential College are more involved in the intellectual
enterprise. They indicate a greater possibility for being excited and
"turned on" by the academic experience, particularly its capacity to
stimulate self-directed academic effort. This is evidenced in the findings
or tendencies in the data for more of the students who favor the Residen-
tial College to indicate that they have had some unusually meaningful
course experiences, to feel that courses have stimulated outside discus-
sion and self-initiated wark, to say that individual study has constituted
a particularly significant aspect of their college experience. But this
greater involvement in the academic area also brings a greater disappoint-
ment: the students favoring the Residential College more often find the
courses dull and more often feel that the Michigan academic atmosphere
doesn't challenge the student to his fullest abilities. Thus, the lack
of many clear statistically significant findings in Table 11:17 may
reflect the fact that the reactions to their academic experiences of
the students favoring the Residential College are complex and affected
by contradictory tendencies. These students certainly do not demonstrate
a simple disaffection with their classes and academic experience in the
multiversity. They indicate that they have received something from their
academic experience, in some ways that they have gotten more than the
students who an satisfied with the multiversity and are not interested in
a more experimental educational experience. But while they may have
gotten a good deal, it has not been enough to meet their higher standards
and expections. The desire for a more complete fulfillment in this area
seems to be an important component of their interest in the Residential
College."

10
A further indication of their academic involvement and intellectual

commitments is the fact that, despite their criticisms, students who favor
the Residential College if anything do better academically. Among the men,
their reported grade point average was 2.99 compared to 2.91 for those
not interested in the Residential College (statistically significant at
the .05 level). Among the women students, the comparable figures are 2.95
and 2.92.
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Relationships With Faculty

A major criticism of the multiversity centers on the role that faculty

play. The faculty are seen as involved in their own careers, focusing on

research and the graduate program, neglecting and uninterested in the teach-

ing of undergraduates. The criticism of the impersonalism of the multiver-

sity is partly a criticism of the relationships with faculty that are avail-

able to the undergraduates in that setting. A major aspect Of reforms like

the Residential College at Michigan is the attempt to change these deperson-

alized relationships, to provide the students with faculty who are accessible

and interested in them, who can serve as meaningful models in the educational

process. We would expect, then, that a major component of the desire for

a Residential College experience would be a disenchantment and disillusionment

with the types of faculty relationships that the student had experienced

in the multiversity.

Table 11-18 presents the findings on a number of questions in the

senior questionnaire that attempted to tap the students' orientations

toward the faculty. Since any interpretation of reactions to faculty must

begin with what students want from faculty, the first entry in the table

presents the relationship between attitudes toward the Residential College

and the responses to a very simple and straightforward question which asked

the student directly whether a personal relationship, a "relationship with

someone they can see and talk to frequently outside of class, someone they

can get to know well enough to talk with about matters not related to school

or course work was something they wanted in a relationship with a teacher

(Question 33). The students were asked to check one of five alternatives

ranging from "I want this very much" to "I'm sure I don't want it--I prefer

a certain amount of distance between faculty and students." As is evident

in 11-18, there is a striking relationship between responses to this question

and attitudes toward the Residential College. While most students in all

groups indicate same interest in this kind of relationship, this is much more

true for the students who favor the Residential College. This is true for

both the men and women students. It is clear that the desire for this kind

of relationship with faculty members is strongly associated with a dissatis-

faction with the multiversity experience, and a preference for the kind of

educational setting promised by the Residential College.

The next three entries in Table 11-18 are questions tapping the student's

reactions to the experience he actually has had with faculty at Michigan. One

asked the students to indicate how important relationships with faculty had

been among the experiences they had had in college (Question 25); another asked

vhether they had found the lack of contact with faculty a disappointment and

problem in their college experience (Question 54, item m); and another was

an index measuring the degree of faculty influence on the student's career

choice, built on three items--the extent to which faculty were important in

the student's choice of major (Question 12), the extent to which faculty were

important in the student's occupational decision (Question 83), and whether

or not the student had ever discussed his vocational plans and problems

with faculty (Question 41).

The results on these three sets of questions, as presented in Table

11-18, are somewhat paradoxical. Wanting more in their faculty relation-
ships, the students who prefer the RPsidential College seem to have gotten

90
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more from their contacts with faculty. For both men and women students,

those favoring the Residential College more often feel that "getting to

knaw faculty" was a particularly important and maningful aspect of their

college experience. They also more often say that faculty have had an

influence on them in the area where faculty can be particularly meaningful

in college, namely, the choice of an occupation and the life direction that

such a choice often implies. The differences are striking and statistically

significant for both men and women students. However, since the ntudents

desiring the Residential College want more fram faculty, they are also more

disappointed in what they get. They more often indicate being bothered by

"having too little real contact with faculty."

The last three entries in Table 11-18 move from the student's individual

relationship with faculty to his more general.perceptions of the state of

faculty-student relationships at the university. We were interested here

in the extent to which the student's awn desires and experiences generalized

to his overall view of faculty-student relationships at the university. In

the factor analysis of the question which presented the students with a long

list of characteristics and asked them to rate the extent to which each of

these was or was not true of the environment at Michigan (Question 26), three

factors emerged which are specifically relevant to faculty-student relation-

ships at the university. The following indices were built from these three

factors:

Faculty's interest in students, measured by Iteis 3, 14, 19 and

32 in Question 26 (these items tap the extenCto which students

felt faculty members went "out of their way to help them," were

not aloof and formal-, liked spending time with students, and were

genuinely interested in them).

Faculty's competence, ueasured by Iteue 2, 11 and 23 in Question

26 (the extent to Which the student saw the faculty as stimulating,

competent in their fields, and good teachers).

Faculty-student interaction, measured by Items 7, 24 and 37 of

Question 26 (the extent to which the students see professors out-

side of class, have contact with faculty and see the professors

as going out of their wny to establish friendly relations with

students).

The findings on these three indices in Table 11-18 indicate some

tendency forthe disappointment felt by the students favoring the Residential

College, to generaliie to their perceptions of student-faculty relationships

at the University. They tend to see less student-faculty interaction at

the University, less interest'in students on the part of faculty, and even

generalize to a feeling that the faculty is less competent.

However, the findings are not striking; in the six comparisons (the

three indices separately for men and women) only one is statistically

significant. To sane extent the ambivalence in these students' feelings

about faculty, the fact that they both get more from faculty and are more

disappointed, mutes their general.critique of faculty-student relationships

at the University.
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Thus, the major finding in Table 11-18 is not that students who favor
the Residential College are unusually critical of faculty. Rather, dhe main

issue that integrates all the findings in the table is that these students

want much more from the faculty. Because of this desire, they are not only

more disappointed in what they find in the multiversity, but also get more

from faculty even in that setting. This latter aspect of the findings is

particularly important to note. The seniors who end their four year experi-

ence at the multiversity feeling they would have preferred the kind of
environment offered by the Residential College are not students who have

had unusually bad experiences with faculty. If anything, they have found

more meaningful relationships and have been more influenced by faculty in some

of their critical life-relevant decisions. What distinguishes them, and

what underlies the disappointment they feel, is not unuSually bad experiences,

but their desire for more than is typically found in the type of faculty

relationships offered in the multiversity.

The findings in Table 11-18 indicate that students favoring ehe Itesi-
dential College have reacted more intensely--both positiVely and negatively--

to the faculty relationships they have had. At a more objective level, we

were interested in just the extent of different types of contact, whether

students who felt positively about the Residential College had had more

contact with faculty, or were just reacting differently to similar amounts

of contact. The issue of amount and nature of contact was explored in a

very extensive question in the questionnaire (Question 34) which listed

four categories of faculty (professor in the student's major field,

Trofessornot in the major field, teaching fellow in the major field,

teaching fellow not in the major field) and asked a series of questions about

each of them: whether anyone in the category was ever seen outside of class,

the extent of this out-of-class interaction, the purposes (ranging from

personal problems to course-related questions), the setting (office, home,

other social setting), and finally, how many in each category were known
well enough so the student felt he could visit them at their own homes on

his own initiative.

Table 11-19 presents the responses to thisset of questions. The table

includes data on the number of faculty in each category seen outside of

class, the frequency of this contact, and the number of faculty known in

an informal relationship (defined as "know well enough so ehat you can

visit wieh them at their homes on your own initiative"). The table also

includes the results from three indices: "contact in social settings"

(whether the student checked (in Question 34) that his contact with faculty

had been in sone non-office university setting, faculty's home, or some other

social setting); "course-related contact" (checking whether contact with
faculty had been for the purpose of "ask a question about course" and had

occurred in the faculty's office as a setting); "intellectual-personal
contact" (ehecking that contact with faculty had been for the purpose of
discussing a personal problem and discussing an intellectual topic of

mutual interest).

Given the fact that students desiring the Residential College are much

more interested in a personal relationship with faculty and found their

experiences with faculty more meaningful and influential, we would expect
ehat these students would also have indicated that they had more actual
contact with faculty, particularly more personalized contact. In general,
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however, we see in Table 11-19 that this is not true. The table shows very
few differences between students favoring and not favoring the Residential
College in the extent and nature of their contact with faculty. The fact
that faculty were more meaningful to students desiring the Residential College
and more influential in shaping their career choices seems to be not a func-
tion of the fact that they had more contact with faculty, but rather of the
meaning of the contact they had.

There is one interesting exception to these general findings in Table
11-19 and that is with respect to the contact with teaching fellows and
laboratory assistants not in the major field. Here a number of statistic-
ally significant differences appear. Those favoring the residential college
tend to have more frequent contact with these teaching fellows, and the con-
tact tends to be more informal and intellectually and personally oriented
rather than course-related. It is interesting that these differences appear
not only with the graduate student teaching fellows, but with those who are
not in the student's major field. Thus, they suggest that not only are the
graduate students more influential for the undergraduates looking for a
different educational experience, but that they provide for these students
a general intellectual and personal mpdel, not one that is specifically
career-connected. This is consistent with previous findings that these
students are looking for a more intensive general intellectual and personal
experience in college, and are less involved than other students in a narrowly
defined career or academic orientation.

Many of the commentators on student activism have suggested the crucial
importance of graduate students as leaders in the movement, and as radica-
lizers of the undergraduates who get involved in activism. The findings in
Table 11-19 suggest that the graduate student is significant not only for
political activists, but for the undergraduates whose criticism and interest
in change has an educational focus.

But, as we have already noted, these few findings on teaching-fellows
are the exception, and in general Table 11-19 shows few differences in con-
tact with faculty. Nor is this because all students have a good deal of
broad and informal faculty relationships. On the contrary, Table 11-19
documents the lack of such relationships at a university like Michigan,
even for students, like those favoring the Residential College, who have a

great interest in developing such relationships. That these students did
not form meaningful relationships with more faculty despite their interest,
points up the extent to which the possibilities and opportunities in this
area are limited in a multiversity. And if, in reactions against this
limitation, students criticize the multiversity and look for an educational
environment where faculty can be more broadly meaningful for them, it is
difficult to question the legitimacy of their complaint.

Personal, Social and Extracurricular Relationships

The criticism that the multiversity is impersonal applies not only to

relationships with faculty, but also to the relationships that students form



with other students. One might expect that the Residential College, with
its more intimate setting, smaller classes and integration of the social
and intellectual environments, wrmad appeal more to students who had generally
felt somewhat isolated and personally alienated in their college experience.

We have examined this issue fram several perspectives. At the more
immediate perscmal level we have looked at the student's experiences with
freindships and dating and social life. At a somewhat more general level,
we have asked about the extracurricular activities of the students, with
particular emphasis on their involvement in the voluntary student group

life at the university. To the extent that students were involved in extra-
curricular activities, and so were able to find congenial groups of like-
minded students, we might expect them to have less interest in a different
kind of social-educational experience.

Table 11-20 presents the data on the students' interpersonal and friend-
ship experiences. Several aspects of the friendship area are presented in

this table. First, several questions in Table 11-20 address the issue of
how important freindship is to the different types of students. This wes

explored directly in the question asking students about their goals for
college (Question 47); included in this question was the item "establishing
meaningful friendships". More indirectly, Question 55 asked students about
their readiness to turn to different University and non-University people
when ''worried or troubled" or with "critical personal decisions to make".

Included in the long list of people presented in the question were "boyfreind

or Girlfriend", "friends at Michigan", and "friends not at Michigan"; The
"Readiness to Talk with Friends about Problems" index presented in Table 11-20
represents the summation of the student's response to these three items of

Question 55. The "Friends' Influence on Career Choice" index measures the
significance of the students' friendships by the indication that "friends at

Michigan" were important in their choice of an academic major (Question 12)

and that both Michigan and non-Michigan friends were important in helping them

arrive at an occupational decision (Question 83).

One might have expected that freindships would be more important to the

students favoring the Residential College, since a strong aspect of the

Residental College's appeal is the environment it provides for facilitating
close intimate friendship relationships. Hawever, as indicated in Table 11-200

there is no difference between students favoring and not favoring the Residen-

tial College on the questions and indices developed to measure the signifi-

cance and importance of friendship. All students tend to give a high value

to friendship.

Another area of friendship explored in the questionaire was the student's

sense of ease in social and interpersonal relationships. It was expected

that the Residential College might be preferred by students who experienced

a certain degree of difficulty in forming relationships, and felt they might

have less problems in the more intimate setting of the Residential College.

The study included several questions relating to the issue of "social

outgoingness". In the factor analysis of the self-ratings on different items
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in the self-concept question (Question 105), one factor emerged which seemed

to tap this area. It included the following six self-descriptions: "social",

"free", "open", "happy", "active", "Iwarm". In another question addressed to

this issue, students were asked whether they preferred living alone or with

a rommate. (Question 22).

As indicated in Table 11-20, the students who reject the Residential

College do see themselves as more socially outgoing (a tendency for the

wmum, and statistically significant for the men).11 This suggests that

while not differing in the significance they attach to friendship, students

favoring and not favoring Residential College may differ in their feelings

of ease in establishing friendship relationships. The issue of socialibility

and social outgoingness does not necessarily have implications for the

capacity to formmeaningful relationships in the long run, but it may imply

some difference in the early stages of establishing such relationships, a feel-

ing that can get exacerbated at a large heterogeneous multiversity like

Michigan, particularly in the early freshmmn months.

The picture developing, then, is one in which all students attach equal

importance and significance to friendship, but those favoring the Residential

College may find the area scutewhat more difficult and problematic. This

picture is further amplified in the last four entries in Table II-20 which

deal with the actual experiences with friendship during college. Again we

find that students favoring and not favoring the Residential College do not

differ in the significance they attach to the friendship experiences they

have developed during their college years. (The index on "Significance of

Friendships among College Experiences" was derived from the importance

students attached to "the friendships I've formed" in response to Question

25 on significant college experiences, and the extent to which they indicated,

in Question 48, that "establishing meaningful friendships" had been one of

the major goals they had achieved in their college years.) But in the ques-

tions which measure difficulties around relationships, we do find clear

differences. In response to Question 54 which listed a number of possible

"crises or problems during the college years" students favoring the Resi-

dential College more often indicated being bothered by "an inability to find

individuals or groups who were really congenial and with wham I felt happy"

and "a feeling of isolation or loneliness". This difficulty in establishing

freindships seems to be part of a more general tendency to'be sensitive and

11The fact that there is no difference in response to the question on

preference for living alone or with a roommate does not really negate these

findings on differences in sociability and social outgoingness. While the

seniors who prefer the Residential College might be somewhat more "private"

and diffident in social relationships and hence might prefer to live alone,

they :lave, after all, indicated their preference for an educational envir-

onment that facilitates intimate friendship and communal relationships.

While they may find establishing such relationships a little more difficult

their interest in the Residential College may reflect a desire for an

environment that could help them in this area.



vulnerable in relationships; on an index built from three items in the same

Question 54 (items g, h, and o) which indicated the extent to which students

had been bothered by "disappointments" in various relationships, the find-

ings in Table 11-20 suggest that students favoring the Residential College

experienced greater sensitivity and vulnerability in this area.

It should be stressed that the students who favored the Residential

College are not isolated people who have had an unusually anomIc experience

in the multiversity. They have found meaningful friendships in college,

and this has been one of the very significant aspects of their college

experience. But they seem to have experienced greater problems, turbulence

and difficulty in finding these relationships and in carrying them through.

The friendship area is mere problematic for them.

Some of these issues are amplified in the next two tables. The first

table (Table II-21) deals with the relatively simple issue of dating. It

presents the data both on the extent of dating (Question 126) and satisfac-

tion with the experiences in this area (Question 127). Consistent with the

fact that students not in favor of the Residential College are more socia4y

outgoing (as well as previous findings that they have a generally greater

collegiate orientation to college) we find that these students date.mere

often than do those who said that they would prefer the Residential College.

However, there is no difference between the two groups of students in their

general satisfaction with their dating and social life at Michigan. The

kinds of issues around friendship that are associated with a desire for the

Residential College, are more complicated than just an interest in finding a

"better" dating situation.

The next table (Table 11-22) deals with some more complex issues in this

area. It presents data on students' involvement in extra-curricular activi-

ties, and the relationship of personal friendships to these activities. We

see in Table 11-22 that there is no difference in the amount of extracurri-

cular activity of students who favor and do not favor the Residential College.

Despite the fact that those who do not favor the College are more collegiately

oriented, they do not indicate any greater extracurricular activity. This is

true whether measured by a question asking them to rate themselves on how

active they have been in extracurricular activities during their senior year

(Part III, Question 4), or in a question asking them to list the number of

student organizations they were members of (Part III, Question 7). What is

apparent, however, is that these extracurricular involvements, particularly

their student organizational memberships, have greater significance for the

students who do not favor the Residential College. Students were asked to

list the two group memberships that were most important to them, and then

asked to indicate haw important they felt these memberships were (Part III,

Question 10). As indicated in Table 11-22, students not favoring the

Residential College more often rated their group memberships as of "crucial

importance" or "very importanel. Except for the women's responses about

their first group, the students who favor the Residential College tend to

rate their first and second groups as less tmportant to them than do the

students who do not favor the College. A perhaps more critical aspect of

the greater significance of these groups is indicated by the students'

responses to a question (Question 12, Part III) which asked them to indi-

cate whether or not their five best friends at Michigan were members of

these two groups. In all four possible comparisons (men and women students

on the two most important groups) we find that students who were mere

IA-
-92-



.-
P7

71
.

T
A
B
L
E
 
1
1
-
2
1

R
e
l
a
t
i
o
n
s
h
i
p
 
B
e
t
w
e
e
n
 
A
t
t
i
t
u
d
e
s
 
T
o
w
a
r
d
 
R
e
s
i
d
e
n
t
i
a
l
 
C
o
l
l
e
g
e
 
a
n
d

D
a
t
i
n
g

M
a
l
e
s

F
a
v
o
r

R
C (
N
=
9
8
)

F
r
e
q
u
e
n
c
y
 
o
f
 
D
a
t
i
n
g

(
M
e
a
n
s
 
o
n
 
6
-
p
o
i
n
t

s
c
a
l
e
,
 
6
=
h
i
g
h
)

S
a
t
i
s
f
a
c
t
i
o
n
 
w
i
t
h
 
D
a
t
i
n
g

a
n
d
 
S
o
c
i
a
l
 
L
i
f
e
 
i
n
 
C
o
l
l
e
g
e

(
M
e
a
n
s
 
o
n
 
4
-
p
o
i
n
t
 
s
c
a
l
e
,

1
=
v
e
r
y
 
s
a
t
i
s
f
i
e
d
)

F
e
m
a
l
e
s

D
o
 
N
o
t

N
e
v
e
r

D
o
 
N
o
t

N
e
v
e
r

V
a
v
o
r

H
e
a
r
d

F
a
v
o
r

F
a
v
o
r

H
e
a
r
d

U
n
c
e
r
t
a
i
n

R
C

o
f
 
R
C

R
C

U
n
c
e
r
t
a
i
n

R
C

o
f
 
R
C

(
N
=
1
1
5
)

(
N
=
1
6
6
)

(
N
=
1
7
5
)

3
.
2
9

3
.
5
9

3
.
7
5

3
.
9
1

F
(
a
l
l
 
c
o
l
s
.
)
 
=
 
3
.
4
2
2
,
 
p
 
=
 
.
0
5
-

F
(
c
o
l
.
l
 
v
s
.
3
)
=
 
4
.
9
9
2
,
 
p
 
=
 
.
0
5

2
.
3
1

2
.
1
2

2
.
1
6

2
.
0
8

(
N
=
7
1
)

(
N
=
1
1
6
)

(
N
=
2
1
8
)

(
N
=
2
0
5
)

3
.
9
6

3
.
9
9

4
.
4
1

4
.
2
5

F
(
a
1
1
 
c
o
l
s
.
)
 
=
 
2
.
7
0
3
,

p
 
=

.
0
5

F
(
c
o
1
.
1
 
v
s
.
3
)
=
 
4
.
8
2
4
,

p
 
=

.
0
5

2
.
0
6

2
.
1
3

1
.
9
1

1
.
8
2

F
(
a
l
l
 
c
o
l
s
.
)
 
=
 
1
.
4
4
5
,
 
p
 
=
 
N
S

F
(
a
l
l
 
c
o
l
s
.
)
 
=
 
3
.
5
3
1
,
 
p
 
=
 
.
0
5

F
(
c
o
1
.
1
 
v
s
.
3
)
=
 
1
.
7
4
8
,
 
p
 
=
 
N
S

F
(
c
o
1
.
1
 
v
s
.
3
)
=
 
1
.
6
1
8
,
 
p
 
=
 
N
S



T
A
B
L
E
 
1
1
-
2
2

R
e
l
a
t
i
o
n
s
h
i
p
 
B
e
t
w
e
e
n
 
A
t
t
i
t
u
d
e
s

T
o
w
a
r
d
 
R
e
s
i
d
e
n
t
i
a
l
 
C
o
l
l
e
g
e
 
a
n
d

E
x
t
r
a
c
u
r
r
i
c
u
l
a
r
 
I
n
v
o
l
v
e
m
e
n
t
s

E
x
t
r
a
c
u
r
r
i
c
u
l
a
r
 
A
c
t
i
v
i
t
y

(
M
e
a
n
s
 
o
n
 
4
-
p
o
i
n
t
 
s
c
a
l
e
,

4
=
h
i
g
h
)

M
a
l
e
s

F
a
v
o
r

R
C

D
o
 
N
o
t

F
a
v
o
r

U
n
c
e
r
t
a
i
n

R
C

1
.
8
5

1
.
8
4

(
N
=
9
8
)

<
N
=
1
1
5

F
(
a
l
l
 
c
o
l
s
.
)
 
=

F
(
c
o
1
.
1
 
v
s
.
3
)
=

N
u
m
b
e
r
 
o
f
 
C
a
m
p
u
s
 
G
r
o
u
p

M
e
m
b
e
r
s
h
i
p
s
 
(
M
e
a
n
s
 
o
n

2
.
6
7

7
-
p
o
i
n
t
 
s
c
a
l
e
,
 
7
=
7
o
r
 
m
o
r
e
)

(
N
=
9
5
)

N
e
v
e
r

H
e
a
r
d

o
f
 
R
C

1
.
9
1

1
.
7
2

)
(
N
=
1
6
6
)

(
N
=
1
7
5
)

0
.
9
9
7
,
 
p
 
=
 
N
S

0
.
2
0
4
,
 
p
 
=
 
N
S

F
e
m
a
l
e
s

F
a
v
o
r

R
C

U
n
c
e
r
t
a
i
n

D
o
 
N
o
t

F
a
v
o
r

R
C

N
e
v
e
r

H
e
a
r
d

o
f
 
R
C

1
.
6
7

1
.
4
2

1
.
7
2

1
.
3
1

(
N
=
7
2
)

(
N
=
1
1
6
)

(
N
=
2
1
7
)

(
N
=
2
0
5
)

F
(
a
l
l
 
c
o
l
s
.
)
 
=
 
9
.
8
3
7
,
 
p
 
=
 
.
0
0
1

F
(
c
o
1
.
1
 
v
s
.
3
)
=
 
0
.
1
5
9
,
 
p
 
=
 
N
S

2
.
9
6

2
.
6
4

1
.
9
2

3
.
3
6

2
.
9
4

3
.
4
2

2
.
4
5

(
N
=
1
1
3
)

(
N
=
1
5
6
)

(
N
=
1
6
9
)

(
N
=
6
9
)

(
N
=
1
1
1
)

(
N
=
2
0
8
)

(
N
=
1
9
9
)

F
(
a
l
l
 
c
o
l
s
.
)
 
=
 
8
.
5
2
8
,
 
p
 
=
 
.
0
0
1

F
(
a
l
l
 
c
o
l
s
.
)
 
=
 
9
.
7
4
8
,
 
p
 
=
 
.
0
0
1

F
(
c
o
1
.
1
 
v
s
.
3
)
=
 
0
.
0
2
4
,
 
p
 
=
 
N
S

F
(
c
o
1
.
1
 
v
s
.
3
)
=
 
0
.
0
4
1
,
 
p
 
=
 
N
S

P
r
o
p
o
r
t
i
o
n
 
W
h
o
 
F
e
e
l
 
F
i
r
s
t

G
r
o
u
p
 
W
a
s
 
V
e
r
y
 
I
m
p
o
r
t
a
n
t

4
9
7
0

5
9
7
.

6
3
7
.

6
3
%

6
3
7
.

5
3
7
.

6
3
7
.

5
5
7
.

(
N
=
7
8
)

(
N
=
9
0
)

(
N
=
1
3
1
)

(
N
=
1
2
0
)

(
N
=
5
6
)

(
N
=
9
6
)

(
N
=
1
7
2
)

(
N
=
1
4
1
)

C
h
i
2
a
1
l

c
o
l
s
.
)
 
=
 
5
.
0
2
6
,
 
d
f
=
3
,
 
p
=
N
S

C
h
i
2
(
a
l
l
 
c
o
l
s
.
)
 
=
 
3
.
6
8
0
,
 
d
f
=
3
,
 
p
=
N
S

C
h
i
2
(
c
o
1
.
1
 
v
s
.
3
)
=
 
3
.
3
0
4
,
 
d
f
=
1
,
 
p
=
.
1
0

C
h
i
2
(
c
o
1
.
1
 
v
s
.
3
)
=
 
0
.
0
1
4
,
 
d
f
=
1
,
 
p
=
N
S

P
r
o
p
o
r
t
i
o
n
 
W
h
o
 
F
e
e
l
 
S
e
c
o
n
d

G
r
o
u
p
 
W
a
s
 
V
e
r
y
 
I
m
p
o
r
t
a
n
t

2
0
%

3
6
%

(
N
=
5
4
)

(
N
=
6
6
)

2
_

C
h
i
2
(
a
l
l
 
c
o
l
s
.
)
 
=

C
h
i
 
(
c
o
1
.
1
 
v
s
.
3
)
=

4
0
7
.

3
6
7
.

2
0
7
.

1
6
7
.

3
7
7
.

2
7
7
.

(
N
=
7
8
)

(
N
=
5
6
)

(
N
=
4
0
)

(
N
=
5
0
)

(
N
=
1
1
9
)

(
N
=
7
5
)

2
5
.
8
6
4
,
 
d
f
=
3
,
 
p
=
N
S

C
h
i
2
(
a
l
l
 
c
o
l
s
.
)
 
=
 
9
.
6
2
3
,
 
d
f
=
3
,
 
p
=
.
0
5

4
.
6
6
4
,
 
d
f
=
1
,
 
p
=
.
0
5

C
h
i
 
(
c
o
1
.
1
 
v
s
.
3
)
=
 
3
.
1
8
6
,

d
f
=
1
,
 
p
=
.
1
0

(
c
o
n
t
i
n
u
e
d
 
o
n
 
n
e
x
t
 
p
a
g
e
)



.
.

T
A
B
L
E
 
1
1
-
2
2
 
(
c
o
n
e
d
)

R
e
l
a
t
i
o
n
s
h
i
p
 
B
e
t
w
e
e
n
 
A
t
t
i
t
u
d
e
s
 
T
o
w
a
r
d
 
R
e
s
i
d
e
n
t
i
a
l
 
C
o
l
l
e
g
e
 
a
n
d

E
x
t
r
a
c
u
r
r
i
c
u
l
a
r
 
I
n
v
o
l
v
e
m
e
n
t
s

M
a
l
e
s

F
e
m
a
l
e
s

D
o
 
N
o
t

N
e
v
e
r

D
o
 
N
o
t

N
e
v
e
r

F
a
v
o
r

F
a
v
o
r

H
e
a
r
d

F
a
v
o
r

F
a
v
o
r

H
e
a
r
d

R
C

U
n
c
e
r
t
a
i
n

R
C

o
f
 
R
C

R
C

U
n
c
e
r
t
a
i
n

R
C

o
f
 
R
C

N
u
m
b
e
r
 
A
m
o
n
g
 
F
i
v
e
 
B
e
s
t

F
r
i
e
n
d
s
 
W
h
o
 
A
r
e
 
M
e
m
b
e
r
s

o
f
 
F
i
r
s
t
 
G
r
o
u
p
 
(
M
e
a
n
s
)

1
.
6
5

2
.
2
2

2
.
1
2

2
.
2
4

1
.
6
9

1
.
5
2

1
.
8
2

1
.
7
9

(
N
=
7
5
)

(
N
=
8
8
)

(
N
=
1
2
8
)

(
N
=
1
1
8
)

(
N
=
5
2
)

(
N
=
9
3
)

(
N
=
1
6
8
)

(
N
=
1
3
8
)

F
(
a
l
l
 
c
o
l
s
.
)
 
=
 
2
.
2
2
2
,
 
p
 
=
 
N
S

F
(
a
l
l
 
c
o
l
s
.
)
 
=
 
0
.
7
6
1
,
 
p
 
=
 
N
S

F
(
c
o
1
.
1
 
v
s
.
3
)
=
 
4
.
1
7
2
,
 
p
 
=
 
.
0
5

F
(
c
o
1
.
1
 
v
s
.
3
)
=
 
0
.
2
5
8
,
 
p
 
=
 
N
S

i
m
m
i
t

N
u
m
b
e
r
 
A
m
o
n
g
 
F
i
v
e
 
B
e
s
t

1
.
4

F
r
i
e
n
d
s
 
W
h
o
 
A
r
e
 
M
e
m
b
e
r
s

o
f
 
S
e
c
o
n
d
 
G
r
o
u
p
 
(
M
e
a
n
s
)

1

0
.
6
9

1
.
1
4

1
.
0
7

0
.
9
6

0
.
4
6

0
.
8
1

0
.
9
4

0
.
7
8

(
N
=
5
5
)
 
-

(
N
=
6
6
)

(
N
=
7
7
)

(
N
=
1
5
5
)

(
N
=
3
7
)

(
4
=
4
8
)

(
N
=
1
2
0
)

(
N
=
7
2
)

F
(
a
l
l
 
c
o
l
s
.
)
 
=
 
1
.
1
4
5
,
 
p
 
=
 
N
S

F
(
a
l
l
 
c
o
l
s
.
)
 
=
 
1
.
6
9
0
,
 
p
 
=
 
N
S

F
(
c
o
1
.
1
 
v
s
.
3
)
=
 
2
.
4
4
7
,
 
p
 
=
 
N
S

F
(
c
o
1
.
1
 
v
s
.
3
)
=
 
4
.
6
3
8
,
 
p
 
=
 
.
0
5



satisfied with their multiversity environment shared membership in their

important groups with more of their five best friends (in two of the four

instances the differences are statistically significant). For these students,

their personal friendships are wore embedded in a broader social community

that they were able to find at the University.

These findings suggest that the greater loneliness that we have seen was

experienced by students favoring the Residential College is not due to a lack

of individual friendships, but rather to the fact that these friendships are

not anchored in a close social network. Conversely, satisfaction with the

multiversity to same extent seems to be related to finding a "home" and

community within it. The students who have had a happier university experi-

ence have had less isolation and fragmentation of their friendships. They

have less need therefore for the type of environment that is a major attrac-

tion of the Residential College, namely, the promise of a broader intimate

community.

We may summarize all these findings in the friendship and interpersonal

area by pointing up that they provide an interesting contrast to those

observed when we looked at attitudes toward the Residential College in re-

lation to experiences with faculty. In the latter, the crucial issue seemed

to be that faculty relationships, particularly meaningful personal relation-

ships with faculty, were aore important to the students interested in the

Residential College, and that this was a problem for them in a multiversity

that doesn't provide enough opportunity for these kinds of relationships.

In the peer area, however, friendships do not seem to be unusually important

for the students who favor the Residential College. Rather, there seem to

be two other interrelated issues in this area: Friendship relationships

seem to be more problematic and difficult for students who favor the Residen-

tial College, a difficulty that can be exacerbated in the mass heterogeneous

environment of the multiversity; and in this environment they also have been

less able to integrate their friendships within a broader close community,

which may have added to these students' feelings of isolation and loneliness.

One can see then why the Residential College, providing an environment

that both facilitates the forming of friendships, and places these friendships

within an intimate broader comamnity, would appeal to these students. It

shoud be noted, however, that such an environment could be somewhat double-

edged with respect to some of the issues in the friendship area that the

seniors in our sample might have felt could have been helped in the Residen-

tial College. We have seen that these students seem to be unusually sensi-

tive and vulnerable in their personal relationships. The community and

intimacy of the Residential College that is so appealing to these students,

night also exacerbate this vulnerability and sensitivity.
12

12It is possible that the students themselves would be concerned about
this possibility to the extent that, if they actually were starting over
again as freshmen, they would not go to the Residential College in spite of
the preference they indicated in response to the senior questionaire. The
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REACTIONS TO ISSUES OF THE MULTIVERSITY:
IMPERSONALITY AND STUDENT CONTROL

Much of the criticism of the University that developed in the 1960's
focused on issues of student individuality and control. Universities,
particularly the vast multiversities, were criticized as both impersonal
and autocratic. Students' individuality and integrity were seen as violated
both by the lack of caring of an impersonal bureaucracy, and by a power
structure that gave students minimal control over the critical decisions
made in the institution they were members of for four critical years of their
lives.

While criticisms of impersonality and control are inter-related they
do not represent exactly the same critique. Both represent the protest of
the individual fighting against being overwhelmed by the institution, but
they focus on somewhat different issues. Same students can be very involved
in a desire for closeness, and not be at all concerned about whether they are
being over-controlled. Other students can accept the impersonal bureaucratic
style and relationships in the University, and be concerned only with getting
greater power to manipulate the system. We expected that criticisms of im-
personality would be of paramount concern to students interested in educational
reform, and issues of power and control would be the focus of the students
more concerned with political reform of the universities.

12(Cont'd) previously noted study on students who actually went to the
Residential College provides same interesting data on this point. The
study provides a comparison of the entering characteristics of students
who volunteered for the Residential College, and a random sample of students
who chose to enroll in'the regular literary college at the University of
Michigan. Most of the initial findings they report (Newcomb et al, 1970)
parallel those we have presented in this chapter on preferences expressed
by seniors; for example, that those who want the Residential College have
higher intellectual orientations. Interestingly, however, the findings in
the friendship area differ. Among entering freshmen, those who want the
Residential College seem to be more active and extroverted socially, not
less as our senior data suggest. It is possible that the diffidence and
sensitivity that made the seniors attracted to the Residential College,
particularly after a four-year experience at a multiversity, would keep
them from actually going into such an environment whose promises of inti-
macy, while appealing, are also threatening. The fact that the senior
preferences for the Residential College might not actually lead to choosing
the College does not, of course, negate the findings discussed in this
chapter. The purpose of the analyses of senior preferences in this chapter
has been to highlight reactions to the multiversity experience, not to
predict who would actually choose experimental educational situations
modelled on the Residential College. The fact that the Residential College
appeals to seniors who find friendships and interpersonal relationships
problematic, highlights some of the limitations of the multiversity in this
area.

rr
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The reactions to these two sets of issues are presented in Tables 11-23

and 11-24. The concern over the issue of individuality (Table 11-23) was

measured both by a set of.general indices on the perceptions of the Univer-

sity in this area, and by a question tapping the individual's own exper-

ience with feelings of isolation because of the impersonality of the

University. We attempted to probe several aspects of this issue. All three

of the "perception" indices in Table 11-23 derive from a factor analysis of

the items in Question 26 which asked the student to comment on how accurately

a set of statements described the University of Michigan. The first index

("Perception that University treats Students Individually") consists of

items 1, 18 and 27 from this question, all items which attempted to get

directly at the issue of impersonality and dehumanization (whether students

are treated as "unique" people, whether they are ignored by an academic

bureaucracy, whether they are treated like "IBM cards"). The other two

indices tapped more "active" camponents of this issue, that is, not only

whether the University atteupts to treat the student humanely, but whether

it taks an active interest in promoting his individuality. One index

("Perception that University Fosters Individual Development", items 10, 20,

21 and 36 of Question 26) focusses on the University's concern for the student's

individual emotional development (for example, "There is ample time for inner

growth", "You can develop a lot as a human being"). The other index

("Perception that University Encourages Individual Risk.and Nonconformity,"

items 6, 9 and 29 from Question 26) relates more to the issue of whether the

University fosters intellectual development, particularly through the medium

of encouraging intellectual risk, disagreement with authority and non- con-

formity (for example, "intellectual non-conformity gets you into trouble",

"students are encouraged to take intellectual risks").

In the results on these three indices presented in Table 11-23, there

are clear tendencies for the expected relationships to appear. In all six

comparisons (the three indices separately for men and women) those students

who favor the Residential College tend to more often see the University as

violating, or at least not promoting, students' individuality. It is

interesting, however, that the differences are not more striking than they

are (in only two instances are they statistically significant) given the fact

that one of the main rationales for the creation of Residential Colleges

within the larger institution, is to meet the kinds of issues described in

Table 11-23. Particularly interesting is the fact that differences are

rather small and not significant on the first index in the table, which

deals with the issue at the rather simplistic "academic bureaucracy" and

"IBM card" level. Perhaps the issue cast in these terms has becoue such a

generally accepted cliche' that questions like this are not particularly

differentiating. This is in contrast to the somewhat clearer results obtained

with the other two indices, which get more at the issue of the University's

active involvement in promoting emotional and intellectual development. On

the former index differences are statistically significant for the men;

on the latter statistically significant for the women.

But the clearest difference in Table 11-23 appears in a question which

measures not general perceptions of the University on this issue, but the
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student's own experience. ln Lhe question (Question 54) that asked the student

to comment on whether he had experienced a number of "crises or problems" the

following item was included: "A feeling of being 'lost' at Michigan because

it seemed so big and impersonal." Students favoring Residential College clearly

more often indicate that this had been a problem for them. In general, then,

the findings from Table 11-23 indicate that impersonality and whether or not

the educational experience actively promotes individual development, are

more issues for students who want the Residential College than for students who

are satisfied with their multiversity experience.

The findings are similar when we turn, in Table 11-24, to student respon-

ses to issues of student power and control. Several different aspects of this

issue were explored in the following questions and indices:

The immortance of the issue of student control was measured

directly in a question (Part III, Question 64) asking the student

to rate the importance of the issue to htm. The salience of the

issue of control was also measured in an index tapping the extent

to which the respondents felt that students should have greater

control than they had at the University. This index, "Desire for

Greater Student Control", consists of the summation of the students'

responses to two questions (Part I, Question 27 and Part III,

Question 66).

In addition to these questions on the student's personal

feelings about the issue of control, three indices attempted to

measure the student's perceptions of how things were at the

University on this issue. The "Perception of Extent of Student

Control Within University" represents the students' views of how

much control students actually had, rated on a four-point scale

ranging from "Great deal of control" to "Don't have any control"

(Part 1174 Question 65). The "Perception of Student's Participa-

tory Role in Decisions" represents the summation of two items (17 and 31)

from Question 26, which measured the perceptions of the students' role

in the actual decision-making at the University ("the students have a

great deal of say in the way the University is run", and "individual

students have a voice in formiulating the regulations which affect

them"). The third index, "Perception of University as Paternalistic

and Restrictive" consists of five items in the same Question 26 (Items

4, 15, 22, 30 and 38) Which tap views about the restrictiveness and

paternalism of University rules (e.g., "there are many restrictive

rules governing the personal behavior of students" and "students

are treated like irresponsible children").

The findings in Table 11-24 present an interesting pattern. With one

exception (women in their perception of the University as paternalistic and

restrictive) there seems to be little dIfference between students favoring

and not favoring the Residential College in their perceptions of the power

distribution in the University. Both sets of students tend to see the

situation in similar terms, that students do not have much control within
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the University or actual participation in situations that affect them, but
that the University is not unduly paternalistic or restrictive. But there
are clear differences, at least for the men students in their reactions to
the perceived situation. The men students who favor the Residential
College are much more concerned about the issue of student control and are
much more interested in seeing that students get greater control. The
results for the women students show the sanm tendencies, though less
strikingly (which is consistent with previous findings that favoring the
Residential College is more clearly a part of a general liberal ideology
for men than for women students).

In summary, then, both institutional impersonality and authoritarianism
seem to be issues of concern to students desiring the educational innovation
represented by the Residential College, particularly to the men students.
They seem to be looking to the Residential College not only as an environ-
ment more personal and intimate than the one they have experienced in the
multiversity, but also as one where the smaller size and less formal re-

lationships with faculty might facilitate a more democratic decision-making
process.

S umm ry

If we look at the analyses discussed in this chapter as a way of
highpointing some of the limitations in the educational environment pro-
vided in the multiversity, two general themes emerge. One is that the
environment does not provide full scope and fulfillment for students
looking for a broadly meaningful and intense intellectual experience.
This was evidenced in a number of the findings presented in this chapter.
The students who question their multiversity experience and indicate a
preference for the educational environment promised by the Residential
College, are more often those with strong broad intellectual interests.
They more often approach college as an opportunity for intellectual
exatement and the exploration of ideas, and less often approach it with
narrowly defined vocational, academic or social-collegiate goals. This
is reflected in their orientations to classes and faculty. They prefer
an open and more self-directed curriculum, with classes that present less
clearly structured expectations and more opportunity for students evolving
their awn points of view. They are much more interested in faculty, in
forming broadly-based and personal relations with faculty, in using
faculty as general intellectual and personal models.

This greater intellectual involvement of the students who prefer
the Residential College also manifests itself in some paradoxical find-
ings. Although more disappointed with their classes and the lack of
opportunity they have had for forming the kinds of relationships with
faculty that they desire, they also more often indicate instances of
classes that excited them, and of faculty relationships they formed
that were particularly meaningful and influential. And they seem to
have been more affected by the college environment, not only in their



perceptions of the impact that college had on them, but in objectively

measured freshman-to-senior changes which indicate that they changed much

more in the direction of increased intellectual interests and liberaliza-

tion of values. Their intellectual involvement seems to make them more

open and reactive to an educational experience, and to get more from even

one that they find inadequate in many ways.

The second theme that is evident throughout this chapter is a more

personal one. The multiversity presents problems (and the Residential
College has an appeal) for students who are looking for a college experi-

ence that addresses itself to some of their personal-developmental con-

cerns, as well as their intellectual interests. Particularly relevant

are the interrelated issues of identity and intimacy. Students who are

particularly involved in dhe identity search, who are self-questioning and

uncertain and thinking through some of their basic values and coimnitments,

are less satisfied with their multiveristy experience. This is also true

of those students who find friendships and relationships generally some-

what more problematic-who are less socially outgoing, who are more sensi-

tive and vulnerable in social relationships. For the identity seekers

looking to form their values and commitments, the multiplicity of choices

offered by the multiversity may have been somewhat overwhelming. For

those students particularly involved in interpersonal relationships, the

impersonality and vastness of the multiversity might have caused particu-

lar difficulty. They much more often indicate feelings of isolation,
loneliness and "being lost." One interesting finding was that students
who preferred the Residential College had been less able to integrate
their friendships within a broader social community in the university;

the intimate community pramised by the Residential College may have been

particularly appealing to them.

Within both of these themes -- the intellectual and the personal--

the findings tend to be much stronger and unambiguous for the men than

for the women students. There are same exceptions -- for example, the
limited opportunity for faculty relationships and the feelings of loneli-

ness and isolation in the vast university -- are so central to the

criticism of the multiversity and the reforms that experiments like the

Residential College are trying to institute, that they apply equally to

the women critics as well as the men. But in other findings, while the

same relationships tend to appear, they are less striking for the women.
The identity-searchers among the women, as well as the intellectuals and

generally liberal nan-conformists, are somewhat more ambivalent in their

responses. We have suggested that intellectual women in our society, and

ehose who are particularly involved in defining who they are and where they

are going, may find the intimacy and intensity of the environment at the

Residential College somewhat overwhelming. For a woman in our society the

demands for intimacy and sexualityumy threaten a loss of her unique

individuality. There are also particular conflicts and pressures on an
intellectual woman, and she may require a certain amount of distance to

be better able to ilMtlegrate her intellectual interests with the demands

for intimacy and traditional feminine role expectations.
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It should be stressed that the picture presented in this chapter is
not an all-inclusive indictment of a multiversity like Michigan. Certain

general issues are highlighted -- for example, the fact that the environ-
ment is particularly disappointing for those looking for intellectual
excitement, or the limited opportunities for meaningful relationships with
faculty. Other findings reflect not so much a general indictment as a
suggestion that the multiversity might present particular limitations for
certain types of students. The multiversity is not necessarily a bad
environment for a student working through identity issues. In some ways

it is an ideal environment, presenting multiple alternatives and oppor-
tunities for a student's self-testing and exploration. But it may present
problems for students particularly uncertain about their values and life-
directions; they may simply get overwhelmed in the multiversity. Similar-

ly, even the issue of the impersonality of the multiversity is not as
simple as usually stereotyped. Students do find friendo in the multiversity;
but the environment is probably difficult for those with some social hesi-
tancies and sensitivities, and who have not been able to integrate their
friendships within a broader community.

Finally, it should be cautioned that the fact that educationa'
experiments like the Residential College are attempting to handle issues
that are not adequately dealt with in the multiversity, does not mean
that their efforts will be easily accomplished. Particularly relevant is

the issue of the integration of the cognitive and affective that is the
focus of many educational reformers who have criticized what they felt
was the isolation of the intellectual from the personal and developmental
issues that a student is involved in, which they feel should also be the
educator's concern. While educational innovations like the Residential
College promise this integration, experience has demonstrated it is very
difficult to aomomplish. Multiversities may not help a student integrate
the intellectual and affective issues he is involved in, not because of
the university's inadequacies, but because the intense search for person-
al meaning in the post-adolescence of youth who have always performed
academically and intellectually, may mean at least a temporary rejection
of intellectual concerns.



CHAPTER III

Factors Related to a Student Activist Protest

More dramatic than the educational criticisms expressed by 'students in
the 1960's was the political protest that came to be subsumed under the term
"student activism". Our concern in this chapter will be an analysis of the
factors related to this type of protest, presented within a framework that
facilitates comparison with the factors related to the educational critique
presented in the preceding chapter.

Our measure of student activism is restricted to the cohort that gradu-
ated in 1967, and the analyses were therefore performed on only about half
of our sample. The reason for this was that a student rebellion broke out
at the University of Michigan in the fall of 1966, the senior year of the
1963 cohorts involved in this study. The last phase of data collection took
place only shortly after this series of events so that we were able to include
questions about student attitudes and participation in this campus protest.
A brief description of the nature of the protest may be helpful as a backdrcp
for understanding the analysis of factors related to student activism that
will be the focus of this chapter.

Nature of the Protest

Although the University of Michigan has had a history of student and
faculty activism on civil rights and Vietnam, the events of the fall of 1966
were unusual in at least two major respects. First as a protest with fairly
radical content and strategy the fall 1966 movement had a great deal of
legitimacy on campus and attracted an unusually large number and wide
variety of students. Secondly, whereas protest activities in the past had
focussed on issues relevant to the larger society, the 1966 protest evolved

when these broader issues became complicated by and related to issues of
student rights within the University. A brief history of the fall 1966
events will make these points clear.

Just prior to the beginning of classes in September, 1966, the Universsity
administration complied with a request from the House Committee on Un-American
Activities for the membership lists of several radical student groups, includ-
ing the campus chapter of Students for a Democratic Society. While student

protest against this action was limited mostly to a sit-in by the more
committed radicals, a large proportion of students were well aware of what had
happened and at least passively sympathized with the radicals' anger at the
administration.



The campus was relatively quiet until November, when the University's
policy of submitting class ranks to Selective Service boards came under
increasing fire. Student Government Council, the central governing body
for undergraduates, held a referendum on ranking in which nearly 10,000
students -- an unprecedented number -- voted almost two to one against the
compilation of ranks for use by the Selective Service. The University
announced, however, that it would not be bound by the vote. In addi.tion, the
Vice President for Student Affairs, whose office has formal veto power over
SGC, had three days earlier announced a ban on student sit-ins, idanticipa-
tion of student protest over the referendum. Less than two weeks previously,
the Vice President had told SGC that for the rest of the term he would make
no decisions directly affecting students wi4hout at least consulting SGC.
While SGC members were not particularly upset at the time by the substance
of the sit-in ban, they did view the Vice President's action as a betrayal of
his promise to them. On the day following the referendum, SGC voted to cut
its ties with the Office of Student Affairs.

On the same day, a group of faculty members announced that they would
not turn in the grades of students who so requested as long as the University
cooperated with the Selective Service. The SDS chapter on campus called an
all-campus meeting for the next day which was attended by nearly 1,000
people. The decision was reached to hold a "teach-in" the following Monday.
Over 4,000 students attended this second gathering; by standing vote the
participants approved the demands that the sit-in ban be revoked and that the
referendum results be accepted by the University. If-the demands were not
met, a sit-in was to take place during the tunch hour in the Administration
Building lobby a week later.

The President of the University responded with an announcement that
three new faculty-student-administration committees would be set up to con-
sider the sit:4n ban, ranking, and student participation in University
decision-making. This announcement, coming a day before the planned sit-in
seriously split SGC, and unquestionably dissipated support for militant action
in the general student body. Nevertheless, many students felt that the
establishment of committees was not sufficient and 1,500 people turned out
for a non-violent sit-in at the Administration Building.

Within the space of a week and a half, then, a relatively militant "popular
front" had developed. The longer-term radicals on campus acted as the van-
guard, attempting to broaden campus concern to the more general issue of
student power at the University. The leadership and ligitimacy which SGC
brought to the protest -- especially in the crucial role played by its
strong and effective President -- were, however, much more important for
most participants. As at other universities, the front consisted of a
number of traditionally nonactivist groups -- Young Democrats, some fraterni-
ties and sororities -- and a great many other segments of the student popula-
tion which had previously not been involved in protests of Ntw Left campus
groups.

We added a series of questions in the senior questionaires which aimed
at understanding participation and interest in these events (Part III,



Questions 58-69). These questions covered the following issues; Perception

and evaluation of the different university actors in the event (University

administration, Student Government Council, faculty, activist students);

feelings about the issues of student power; sources of information about

the events; actual extent of participation in the events; self-reported

effects of participation. For the purposes of the analyses in the follow-

ing chapter we are particularly interested in the question of actual partici-

pation. Students were asked to indicate which of a listing of aettvities

they had engaged in (Part III, Question 58). On the basis of responses to

this question, students were divided into four groups: the "no involvement"

students who had participated in no events; the students who had voted in

the referendum on student ranking but had ;indicated no other participation

or involvement; students who indicated some activism and involvement by

attending one of the larger all-campus meetings around the issues; and

finally, a "high involvement" group that had either attended more than one

all-campus meeting, or had indicated a more active commitment, for example,

by participating in one of the sit-ins at the Administration Building.

These four groups then form a student activism "scale" which will be the basis

of our analysis in this chapter.

Relation to Attitudes Toward Residential College

Before proceeding in the remainder of this chapter to an analysis of

the correlates of the students' involvement in this activist protest, it is

of interest to examine the extent to which this involvement is related to

the type of educational criticism reflected in attitudes to the Residential

College. To what extent do the same or different people express these two

types of criticism and protest? The data are presented in Table III-1.

It is clear fri Table III-1 that there is a relatidnship between our

measures of educational and political protest. It should be noted, however,

that a large part of the relationship.derives from the fact that students

who never heard of the Residential College tend also to be those who had no

involvement at all in the student activist issues. As has often been

observed, a large group of students go through their college experience

completely focussed on classes and their immediate social world, without

being tuned in at all to the broader college world around them. If we look

only at the distinction between those who favor the Residential College and

those who were not interested in it, the relationship is much less striking,

there is still some apparent relationship, although it is not statistically

significant.

Somewhat stronger indication that there is some overlap between students

who are interested in the Residential College and those who are involved in

student activist issues, appears in Table 111-2. This table relates the

feelings about the Residential College to the position the student took on

the issues that were involved in the activist protest in the fall of 1966.

One of the questions (Part III, Question 62) in the series of questions about

ehis protest listed seven of the major incidents or actions that were central

in the series of events that comprised the confrontation, for example, "The

University Administration's response to the request from the House Un-American

Activities Committee, "the proposal by some faculty members not to turn in

grades because they are used for ranking". The students were asked to rank
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the degree of their approval or disapproval of each of these actions or
events, and their responses were sunmmrized into the index which is related
to attitudes toward the Residential College in Table 111-2. As indicated
in this table, a very clear relationship exists: Those students who favor
the Residential College are more approving of the activist posiLion.

In summary, whether student activism is measured by one's altitudes .
toward the events of 1966 (Table 111-2) or by actual involvement and parti-
cipation in these events (Table III-1) the data indicate that there is some
overlap between sympathy and involvement in politically-oriented student
activism, and the educational criticism of the multiversity. To some
extent, the same students are expressing both types of protest. However,

by no means a very strong and striking one. This is particularly true if
we look at the relationship with actual participation in the activist pro-
test. Many student activists do not indicate any interest in the Residential
College, and many interested in the Residential College were not involved
in the issues of student activism. Thus in our comparison of the correlates
of these two critiques in this chapter, we will expect to find both common
and differentiating characteristics.

In the remainder of the chapter we will look at the same set of
questions examined in Chapter II, this time relating the student responses
to student activism, rather than to attitudes toward the Residential College.
The focus of this chapter will be comparative, stressing the ways in which
findings on activism repeat or contradict those on the Residential College.
We are interested in this chapter in delineating those factors which relate
to both political activism and an educational critique, and those factors
which differentiate the two types of protest.

One caution should be kept in mind in reviewing these comparative
findings. In the analysis of attitudes toward the Residential College, we
eliminated the uninvolved students (those who never heard of the Residential
College) and focussed on a comparison of those who favored and those who
did not favor the Residential College. In our analysis of student activism,
we do not have a comparable "anti" activist group. The "no involved" group
in our activism scale is a combination of students opposed to activism and
those who are just uninvolved in any university issues beyond their immediate
concerns. In terms of obtaining statistically significant findings, this
maximizes the possibility of finding relationships with activism, since
the noninvolved students tend to be different from involved students regard-
less of the nature of involvement; statistically significant differences should
be obtained not only because of differences reflecting the activism issue,

but also because of differences reflecting the involvement issue. This means

that in instances where we find factors related to attitudes toward the
Residential College but not to activism, the results are particularly striking;
but it will also mean caution is needed to interpret findings where we find
factors that are significantly related to activism but not to attitudes toward
the Residential College. In the latter instances, we will have to look care-
fully at the data to ascertain that the findings on activism are not just a
function of the differences between the noninvolved group and the other three
groups of students.
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TABLE 111-2

Relationship Between Attitudes Toward Residential College

and Position on Issues of Student Activist-University Confrontation

Males
Do Not Never

Favor Favor Heard

RC Uncertain RC of RC

(N=43) (N=62) (14=69) (14=99)

Position on Student
Activism Issues (Means
on 25-point scale,
1=student activist
position) 8.13 11.03 12.57 13.27

F(all cols.) = 8.901, p = .001
F(co1.1 vs.3)=14.015, p = .001

Females

(N=30) (N=46) (N=86) (Nr:96)

Position on Student
Activism Issues (Means
on 25-point scale,
1=student activist
position) 8.83 10.67 11.42 12.26

F(all cols.) = 3.859, p = .05
F(co1.1 vs.3)= 5.263, p = .05



The discussion of the data in this chapter will follow the organization
of the preceding chapter, looking first at factors reflecting "personal
characteristics" and then at those representing "reactions to the college
experience." In order to facilitate comparisons we will look at the
different questions in the same order utilized in the preceeding chapter.

Personal Characteristics

Orientations Toward College

In the preceding chapter, we saw that attitudes toward the Residential
College clearly reflected a student's general orientations toward college,
the things he looked for in the college experience. This was evident both
in response to the questions which asked him to identify his general sub-
cultural orientations and the "type of student" he was (Table II-1), and
to the questions probing more specifically at his intellectual, vocational,
and collegiate orientations (Tables 11-2, 11-3 and 11-4).

In general, very similar results appear when we relate thse questions
to student activism. (Tables 111-3 to 111-6).1 This is particularly true
in the student's self-identification on the four Clark-Trow subcultures and
ten "student types". (Table 111-3). We find very strikingly, for both
men and women, that the activists, like the students who favor the Residential
College, identify strongly with the nonconformist subculture and very strongly
reject the vocational. Again, as we found in the Residential College
analysis, the academic and collegiate findings are some1What less clear and
consistent. Furthermore, when, in the ten student types, we separate the
academic subculture into the genetal intellectuals and the students with more
narrow academic concerns, the parallel findings continue: The activists,

like the students favoring the Residential College, very clearly identify
as intellectuals, but not as more narrowly defined academic types ("the
students who are most concerned about studying, keeping up with course work,
getting good grades"). Finally, when the "nonconformist" subculture is
divided intoits "political" and "cultural" components, we find that the
activists, like the students who favored the Residential College, more often
identify themselves with both types of nonconformity, as "students who are
most concerned about social and political issues" and as "the creative
perhaps nonconformist students".

1To facilitate the comparisons with Chapter II, the tables in that
chapter are always two numbers lower than the parallel tables on this
chapter, i.e., Table 111-3 parallels Table II-1, Table 111-15 parallels
Table 11-13, etc.



I
d
e
n
t
i
f
i
c
a
t
i
o
n
 
w
i
t
h
 
C
l
a
r
k
-

T
r
o
w
 
S
u
b
c
u
l
t
u
r
a
l
 
T
y
p
o
l
o
g
i
e
s

M
e
a
n
 
R
a
n
k
i
n
g
 
G
i
v
e
n
 
T
o
:

(
4
 
R
a
n
k
s
,
 
1
=
H
i
g
h
)

1
4
1

T
A
B
L
E
 
1
1
1
-
3

R
e
l
a
t
i
o
n
s
h
i
p
 
B
e
t
w
e
e
n
 
S
t
u
d
e
n
t
 
A
c
t
i
v
i
s
m
 
a
n
d

I
d
e
n
t
i
f
i
c
a
t
i
o
n
 
w
i
t
h
 
S
t
u
d
e
n
t
 
T
y
p
o
l
o
g
i
e
s

N
o I
n
v
o
l
v
e
-

m
e
n
t

(
N
=
8
5
)

M
a
l
e
s

V
o
t
e
 
i
n

A
t
t
e
n
d

H
i
g
h

R
e
f
e
r
-

O
n
e

I
n
v
o
l
v
e
-

e
n
d
u
m

M
e
e
t
i
n
g

m
e
n
t

S
i
g
n
i
f
i
c
a
n
c
e
 
T
e
s
t
s

(
N
=
5
5
)

(
N
.
5
8
)

(
N
=
7
5
)

V
o
c
a
t
i
o
n
a
l

A
c
a
d
e
m
i
c

C
o
l
l
e
g
i
a
t
e

2
.
1
4

2
.
2
5

2
.
1
3

2
.
3
1

1
.
9
1

2
.
3
6

2
.
6
0

2
.
0
8

2
.
0
2

3
.
2
0

1
.
9
4

2
.
1
3

F
 
=
 
1
5
.
4
0
5
,
 
p
 
=
 
.
0
0
1

F
 
=

2
.
6
8
8
,
 
p
 
=
 
.
0
5

F
 
=

0
.
8
4
5
,
 
p
 
=
 
N
S

N
o
n
c
o
n
f
o
r
m
i
s
t

3
.
3
3

3
.
4
2

3
.
1
6

2
.
5
9

F
 
=

7
.
7
9
0
,
 
p
 
=
 
.
0
0
1

I
d
e
n
t
i
f
i
c
a
t
i
o
n
 
w
i
t
h

D
i
f
f
e
r
e
n
t
 
S
t
u
d
e
n
t
 
T
y
p
e
s

P
r
o
p
o
r
t
i
o
n
 
w
h
o
 
f
e
e
l
 
t
h
e
y

a
r
e
 
s
i
m
i
l
a
r
 
t
o
:

"
i
n
t
e
l
l
e
c
t
u
a
l
s
"

2
4
%

3
3
7
0

4
0
7

5
1
%

C
h
i
2
=
 
1
3
.
2
8
1
,
 
d
f
 
=
 
3
,
 
p
 
=
 
.
0
1

"
p
a
r
t
y
i
n
g
 
t
y
p
e
s
"

1
9
%

1
8
7

3
1
%

1
6
%

C
h
i
2

=
5
.
2
0
7
,
 
d
f
 
=
 
3
,
 
p
 
=
 
N
S

"
c
r
e
a
t
i
v
e
,
 
n
o
n
c
o
n
f
o
r
m
i
s
t
s
"

1
2
%

.
1
6
7

1
6
%

2
8
7

C
h
i
2
=

7
.
6
7
9
,
 
d
f
 
=
 
3
,
 
p
 
=
 
.
1
0

(
c
o
n
t
i
n
u
e
d
 
o
n
 
n
e
x
t
 
p
a
g
e
)



T
A
B
L
E
 
1
1
1
-
3
 
(
c
o
n
e
d
)

R
e
l
a
t
i
o
n
s
h
i
p
 
B
e
t
w
e
e
n

S
t
u
d
e
n
t
 
A
c
t
i
v
i
s
m
 
a
n
d

I
d
e
n
t
i
f
i
c
a
t
i
o
n
 
w
i
t
h
 
S
t
u
d
e
n
t

T
y
p
o
l
o
g
i
e
s

N
o I
n
v
o
l
v
e
-

m
e
n
t

M
a
l
e
s

V
o
t
e
 
i
n

A
t
t
e
n
d

H
i
g
h

R
e
f
e
r
-

O
n
e

I
n
v
o
l
v
e
-

e
n
d
u
m

M
e
e
t
i
n
g

m
e
n
t

S
i
g
n
i
f
i
c
a
n
c
e
 
T
e
s
t
s

I
d
e
n
t
i
f
i
c
a
t
i
o
n
 
w
i
t
h

D
i
f
f
e
r
e
n
t
 
S
t
u
d
e
n
t
 
T
y
p
e
s

(
c
o
n
t
.
)

(
N
=
8
5
)

(
N
=
5
5
)

(
N
=
5
8
)

(
N
=
7
5
)

P
r
o
p
o
r
t
i
o
n
 
w
h
o
 
f
e
e
l
 
t
h
e
y

a
r
e
 
s
i
m
i
l
a
r
 
t
o
:

"
r
e
l
i
g
i
o
u
s
,
 
e
t
h
n
i
c
"

5
%

6
%

3
%

5
%

C
h
i
2

=

"
a
t
h
l
e
t
e
s
"

1
4
%

4
%

1
2
%

8
%

C
h
i
2
=

I
I
 
c
o
n
c
e
r
n
e
d
 
w
i
t
h
 
f
i
e
l
d

o
r
 
o
c
c
u
p
a
t
i
o
n
"

3
5
%

3
8
7
.

3
3
%

2
4
7
.

C
h
i
2

=

I
t
 
c
o
n
c
e
r
n
e
d
 
w
i
t
h
 
s
o
c
i
a
l
-

p
o
l
i
t
i
c
h
l
 
i
s
s
u
e
s
"

1
2
7

1
1
7
.

1
7
7
.

3
3
%

C
h
i
2

=

I
I
 
c
o
n
c
e
r
n
e
d
 
w
i
t
h
 
s
t
u
d
y
i
n
g
-
-

g
e
t
t
i
n
g
 
g
o
o
d
 
g
r
a
d
e
s
"

4
2
%

4
4
%

4
0
%

3
7
%

C
h
i
2

=

I
t
 
c
o
n
c
e
r
n
e
d
 
w
i
t
h
 
c
a
m
p
u
s

i
s
s
u
e
s
 
a
n
d
 
e
v
e
n
t
s
"

1
9
A

0
%

3
%

1
7
%

C
h
i
2

=

"
c
a
s
u
a
l
.
.
.
a
v
e
r
a
g
e
 
t
y
p
e
s
"

3
7
%

4
2
%

4
0
%

2
1
7
.

C
h
i
2

=

0
.
3
3
3
,
 
d
f
 
=
 
3
,
 
p
 
=
 
N
S

4
.
7
2
8
,
 
d
f
 
=
 
3
,
 
p
 
=
 
N
S

3
.
5
9
0
,
 
d
f
 
=
 
3
,
 
p
 
=
 
N
S

1
5
.
5
4
2
,
 
d
f
 
=
 
3
,
 
p
 
=
 
.
f
i
l

0
.
6
7
1
,
 
d
f
 
=
 
3
,
 
p
 
=
 
N
S

2
5
.
3
0
8
,
 
d
f
 
=
 
3
,
 
p
 
=

7
.
9
1
0
,
 
d
f
 
=
 
3
,
 
p
 
=

(
c
o
n
t
i
n
u
e
d
 
o
n
 
n
e
x
t
 
p
a
g
e
)



1

T
A
B
L
E
 
1
1
1
-
3
 
(
c
o
n
t
'
d
)

R
e
l
a
t
i
o
n
s
h
i
p
 
B
e
t
w
e
e
n
 
S
t
u
d
e
n
t
 
A
c
t
i
v
i
s
m
 
a
n
d

I
d
e
n
t
i
f
i
c
a
t
i
o
n
 
w
i
t
h
 
S
t
u
d
e
n
t
 
T
y
p
o
l
o
g
i
e
s

I
d
e
n
t
i
f
i
c
a
t
i
o
n
 
w
i
t
h
 
C
l
a
r
k
-

T
r
o
w
 
S
u
b
c
u
l
t
u
r
a
l
 
T
y
p
o
l
o
g
i
e
s

N
o I
n
v
o
l
v
e
-

m
e
n
t

V
o
t
e
 
i
n

R
e
f
e
r
-

e
n
d
u
m

F
e
m
a
l
e
s

H
i
g
h

I
n
v
o
l
v
e
-

m
e
n
t

S
i
g
n
i
f
i
c
a
n
c
e
 
T
e
s
t
s

A
t
t
e
n
d

O
n
e

M
e
e
t
i
n
g

(
N
=
5
6
)

(
N
=
7
8
)

(
N
=
8
2
)

(
N
=
4
5
)

M
e
a
n
 
R
a
n
k
i
n
g
 
G
i
v
e
n
 
T
o
:

(
4
 
R
a
n
k
s
,
 
1
=
H
i
g
h
)

V
o
c
a
t
i
o
n
a
l

2
.
2
9

2
.
6
8

2
.
9
5

3
.
3
1

F
 
=
 
1
1
.
8
3
1
,
 
p
 
=
 
.
0
0
1

A
c
a
d
e
m
i
c

2
.
2
4

2
.
2
9

2
.
2
9

1
.
9
1

F
 
=

2
.
3
8
4
,
 
p
 
=
 
N
S

L
n

C
o
l
l
e
g
i
a
t
e

1
.
8
6

1
.
6
6

2
.
0
5

2
.
2
2

F
 
=

3
.
1
1
0
,
 
p
 
=
 
.
0
5

N
o
n
c
o
n
f
o
r
m
i
s
t

3
.
5
1

3
.
3
2

2
.
7
0

2
.
5
3

F
 
=
 
1
1
.
6
3
7
,
 
p
 
=
 
.
0
0
1

I
d
e
n
t
i
f
i
c
a
t
i
o
n
 
w
i
t
h

D
i
f
f
e
r
e
n
t
 
S
t
u
d
e
n
t
 
T
y
p
e
s

P
r
o
p
o
r
t
i
o
n
 
w
h
o
 
f
e
e
l
 
t
h
e
y

a
r
e
 
s
i
m
i
l
a
r
 
t
o
:

2
"
i
n
t
e
l
l
e
c
t
u
a
l
s
 
I
I

3
0
%

2
8
%

4
6
7

5
3
7
0

C
h
i

=
 
1
2
.
0
1
7
,
 
d
f
 
=
 
3
,
 
p
 
=
 
.
0
1

"
p
a
r
t
y
i
n
g
 
t
y
p
e
s
"

1
0
%

2
1
%

2
3
%

1
3
7

C
h
i
2

=
5
.
3
1
6
,
 
d
f
 
=
 
3
,
 
p
 
=
 
N
S

c
r
e
a
t
i
v
e
,
 
n
o
n
c
o
n
f
o
r
m
i
s
t
s
"

1
2
7

1
5
%

2
5
7

3
6
%

C
h
i
2
=
 
1
2
.
8
3
5
,
 
d
f
 
=
 
3
,
 
p
 
=
 
.
0
1

(
c
o
n
t
i
n
u
e
d
 
o
n
 
n
e
x
t
 
p
a
g
e
)

A
L



T
A
B
L
E
 
1
1
1
-
3
 
(
c
o
n
t
'
d
)

R
e
l
a
t
i
o
n
s
h
i
p
 
B
e
t
w
e
e
n
S
t
u
d
e
n
t
 
A
c
t
i
v
i
s
m
 
a
n
d

I
d
e
n
t
i
f
i
c
a
t
i
o
n
 
w
i
t
h
 
S
t
u
d
e
n
t
T
y
p
o
l
o
g
i
e
s

N
o
I
n
v
o
l
v
e
-

m
e
n
t

(
N
=
7
8
)

I
d
e
n
t
i
f
i
c
a
t
i
o
n
 
w
i
t
h

D
i
f
f
e
r
e
n
t
 
S
t
u
d
e
n
t
 
T
y
p
e
s

(
c
o
n
t
.
)

V
o
t
e
 
i
n

R
e
f
e
r
-

e
n
d
u
m

(
N
=
8
2
)

F
e
m
a
l
e
s

A
t
t
e
n
d

H
i
g
h

O
n
e

I
n
v
o
l
v
e
-

M
e
e
t
i
n
g

m
e
n
t

S
i
g
n
i
f
i
c
a
n
c
e
 
T
e
s
t
s

(
N
=
5
6
)

(
N
=
4
5
)

P
r
o
p
o
r
t
i
o
n
 
w
h
o
 
f
e
e
l
 
t
h
e
y

a
r
e
 
s
i
m
i
l
a
r
 
t
o
:

"
r
e
l
i
g
i
o
u
s
,
 
e
t
h
n
i
c
"

3
7
0

7
7

7
%

7
7

C
h
i
2

=

1
-
4

"
a
t
h
l
e
t
e
s
"

I
t
 
c
o
n
c
e
r
n
e
d
 
w
i
t
h
 
f
i
e
l
d

o
r
 
o
c
c
u
p
a
t
i
o
n
"

2
4
%

2
9
7

3
0
%

2
4
7

C
h
i
2

=

11
/1

5.
1

n
 
c
o
n
c
e
r
n
e
d
 
w
i
t
h
 
s
o
c
i
a
l
-

C
O
D

p
o
l
i
t
i
c
a
l
 
i
s
s
u
e
s
"

1
2
%

1
1
7
D

1
4
%

4
2
%

C
h
1
2

=

V
.)

"
c
o
n
c
e
r
n
e
d
 
w
i
t
h
 
s
t
u
d
y
i
n
g
-
-

g
e
t
t
i
n
g
 
g
o
o
d
 
g
r
a
d
e
s
"

4
2
%

5
4
7

3
9
%

2
9
7
3

C
h
1
2

=

I
I
 
c
o
n
c
e
r
n
e
d
 
w
i
t
h
 
c
a
m
p
u
s

i
s
s
u
e
s
 
a
n
d
 
e
v
e
n
t
s
"

3
0
/
s

6
7
3

9
7

2
2
7

C
h
i
2

=

c
a
s
u
a
l
.
.
.
a
v
e
r
a
g
e
 
t
y
p
e
s
"

5
5
%

5
6
%

4
3
7

2
7
%

C
h
i
2

=

2
.
3
0
4
,
 
d
f
 
=
 
3
,
 
p
 
=

E
S

0
.
9
4
9
,
 
d
f
 
=
 
3
,
 
p
 
=

N
S

2
4
.
0
5
8
,
 
d
f
 
=
 
3
,
 
p
 
=

.
0
0
1

7
.
7
9
0
,
 
d
f
 
=
 
3
,
 
p
 
=

.
1
0

1
5
.
1
6
3
,
 
d
f
 
=
 
3
,
 
p
 
=

.
0
1

1
2
.
5
4
2
,
 
d
f
 
=
 
3
,
 
p
 
=

.
0
1



In surmnary then, in their responses to the questions asking for their

very general subcultural and typological identifications, we find the

student activists presenting a picture very similar to that of the students

rejecting the multiversity and desiring a Residential College experience.

They tend to identify as intellectuals and political and personal noncon-

formists, and to reject a norrowly defined vocationalism and academic

orientation.

These descriptions of the political activists and educational critics

become somewhat more differentiated when we look at the questions that

probed more specifically into three of these major subcultural orientations --

the intellectual, the vocational and the collegiate. (Tables 111-4 to 111-6).

Although here too most of the findings are consistent with those in the

Residential College analysis, there are some interesting differences.

The relationship between student activism and the student's intellectual

and aesthetic interests appears in Table 111-4. The findings replicate

those which predominate in the research on student activists, in showing

that activists are recruited from the students who are most highly intel-

lectually involved and concerned. What is interesting in the comparison

with the Residential College findings is that this is, if anything, even

more true for the political activists than it was for those making an educa-

tional critique, at least with respect to the women students. It will be

recalled from the discussion of the preceding chapter that in general the

relationships between intellectual orientations and attitudes toward the

Residential College were not particularly striking for the women students.

We suggested that the Residential College might present a somewhat ambiva-

lent environment for the intellectually oriented woman student. This does

not seem to be true with respect to involvement in political radical acti-

vity. Student activism is just as clearly related to the intellectual

orientations of the women students as of the men.

The findings on the questions on vocational interests and orienta-

tions (Table 111-5) also parallel those of the Residential College

analysis, although again with a couple of added differentiations and re-

finements. As presented in Table 111-5, the findings are similar in that

activists are not rejecting the notion that an important function of

college is to help a student think through the occupational area. Rather,

the activists, like the students favoring the Residential College, are

rejecting a vocationalism that is very narrowly defined and that focusses

on a materialistic orientation toward the world of work. Thus, the clearest

relationship in Table 111-5, as it was in the comparable table in the

Residential College analysis, is with the responses to the index that

measures a materialistic orientation to the world of work (as indicated in

the importance one gives to external rewards in listing the reasons given'

for choosing one's prospective occupation. The political activists, like

the students who favor the Residential College, much more clearly reject

the importance of these external rewaids.

nos



I
n
t
e
l
l
e
c
t
u
a
l
-
A
e
s
t
h
e
t
i
c

O
r
i
e
n
t
a
t
i
o
n
s

C
o
m
p
l
e
x
i
t
y
 
S
c
a
l
e
 
o
f
 
t
h
e

O
P
I
 
(
M
e
a
n
 
o
n
 
2
3
-
p
o
i
n
t

s
c
a
l
e
,
 
2
3
=
h
i
g
h
)

A
e
s
t
h
e
t
i
c
i
s
m
 
S
c
a
l
e
 
o
f

t
h
e
 
O
P
I
 
(
M
e
a
n
s
 
o
n

2
3
-

p
o
i
n
t
 
s
c
a
l
e
,
 
2
3
=
h
i
g
h
)

T
h
i
n
k
i
n
g
 
I
n
t
r
o
v
e
r
s
i
o
n

S
c
a
l
e
 
o
f
 
t
h
e
 
O
P
I
 
(
M
e
a
n
s

o
n
 
3
1
-
p
o
i
n
t
 
s
c
a
l
e
,

3
1
=

h
i
g
h
)

T
h
e
o
r
e
t
i
c
a
l
 
O
r
i
e
n
t
a
t
i
o
n

S
c
a
l
e
 
o
f
 
t
h
e
 
O
P
I
 
(
M
e
a
n
s

o
n
 
3
0
-
p
o
i
n
t
 
s
c
a
l
e
,
 
3
0
=

h
i
g
h
)

,

T
A
B
L
E
 
1
1
1
-
4

R
e
l
a
t
i
o
n
s
h
i
p
 
B
e
t
w
e
e
n
 
S
t
u
d
e
n
t
 
A
c
t
i
v
i
s
m

a
n
d

I
n
t
e
l
l
e
c
t
u
a
l
-
A
e
s
t
h
e
t
i
c
 
O
r
i
e
n
t
a
t
i
o
n
s

M
a
l
e
s

F
e
m
a
l
e
s

N
o

V
o
t
e
 
i
n

A
t
t
e
n
d

H
i
g
h

N
o

V
o
t
e
 
i
n

A
t
t
e
n
d

H
i
g
h

I
n
v
o
l
v
e
-

R
e
f
e
r
-

O
n
e

I
n
v
o
l
v
e
-
 
I
n
v
o
l
v
e
-
 
R
e
f
e
r
-

O
n
e

I
n
v
o
l
v
e
-

m
e
n
t

e
n
d
u
m

M
e
e
t
i
n
s

m
e
n
t

m
e
n
t

e
n
d
u
m

M
e
e
t
i
n
g

m
e
n
t

(
N
=
9
5
)

(
N
=
1
1
3
)

(
N
=
1
6
3
)

1
4
.
0
9

1
4
.
4
7

1
4
.
9
8

(
N
=
1
7
3
)

(
N
=
7
1
)

(
N
=
1
1
4
)

(
N
=
2
1
0
)

1
7
.
3
2

1
2
.
5
9

1
2
.
6
8

1
5
.
8
6

(
N
=
2
0
1
)

1
9
.
0
7

F
 
=

6
.
6
3
6
,
 
p
 
=
 
.
0
0
1

F
 
=
 
2
0
.
2
1
5
,
 
p
 
=
 
.
0
0
1

1
0
.
8
1

1
2
.
2
6

1
3
.
0
2

1
4
.
3
8

1
3
.
9
0

1
4
.
2
9

1
6
.
9
2

1
8
.
0
2

F
 
=
 
6
.
3
8
6
,
 
p
 
=
 
.
0
0
1

F
 
=
 
1
2
.
8
0
2
,

p
 
=

.
0
0
1

1
5
.
6
6

1
8
.
4
2

1
8
.
3
8

2
0
.
2
5

1
6
.
3
5

1
7
.
9
0

1
8
.
8
8

2
0
.
7
4

F
 
=
 
1
3
.
8
2
7
,
 
p
 
=
 
.
0
0
1

1
7
,
8
4

1
9
.
3
3

1
8
.
9
5

F
 
=
 
2
.
4
3
9
,
 
p
 
=
 
N
S

F
 
=
 
9
.
6
4
9
,
 
p
 
=
 
.
0
0
1

1
9
.
6
4

1
4
.
6
9

1
6
.
5
4

1
7
.
2
2

F
 
=
 
7
.
2
6
4
,
 
p
 
=
 
.
0
0
1

(
c
o
n
t
i
n
u
e
d
 
o
n
 
n
e
x
t
 
p
a
g
e
)

1
8
.
3
3



T
A
B
L
E
 
1
1
1
-
4
 
(
c
o
n
e
d
)

R
e
l
a
t
i
o
n
s
h
i
p
 
B
e
t
w
e
e
n
 
S
t
u
d
e
n
t
 
A
c
t
i
v
i
s
m
 
a
n
d

I
n
t
e
l
l
e
c
t
u
a
l
-
A
e
s
t
h
e
t
i
c
 
O
r
i
e
n
t
a
t
i
o
n
s

M
a
l
e
s

N
o

V
o
t
e
 
i
n

A
t
t
e
n
d

I
n
v
o
l
v
e
-
 
R
e
f
e
r
-

m
e
n
t

e
n
d
u
m

r
e
t
i
n
g

F
e
m
a
l
e
s

H
i
g
h

N
o

I
n
v
o
l
v
e
-
 
I
n
v
o
l
v
e
-

m
e
n
t

m
e
n
t

V
o
t
e
 
i
n

A
t
t
e
n
d

R
e
f
e
r
-

r
e
l
:

e
n
d
u
m

M
t
i
n
g

H
i
g
h

I
n
v
o
l
v
e
-

m
e
n
t

I
n
t
e
l
l
e
c
t
u
a
l
-
A
e
s
t
h
e
t
i
c

O
r
i
e
n
t
a
t
i
o
n
s
 
(
c
o
n
t
.
)

(
N
=
9
5
)

3
.
7
4

F
 
=

2
.
3
7

F
 
=

2
.
5
4

F
 
=

.
2
.
7
5

(
N
=
1
1
3
)

(
N
=
1
6
3
)

4
.
1
6

4
.
2
2

3
.
9
9
7
,
 
p
 
=
 
.
0
5

2
.
5
8

2
.
6
5

7
.
4
7
6
,
 
P
 
=
 
.
0
0
1

2
.
5
1

2
.
2
7

4
.
6
3
7
,
 
p
 
=
 
.
0
1

3
.
1
4

3
.
2
2

(
N
=
1
7
3
)

4
.
4
6

2
,
7
2

2
.
2
1

4
.
1
3

(
N
=
7
1
)

(
N
=
1
1
4
)

(
N
=
2
1
0
)

4
.
1
1

4
.
3
3

4
.
9
0

F
 
=

8
.
8
5
7
,
 
p
 
=
 
.
0
0
1

2
.
5
1

2
.
6
4

2
.
7
8
-

F
 
=
 
5
.
1
5
4
,
 
p
 
=
 
.
0
1

2
.
5
0

2
.
5
1

2
.
3
7

F
P
=

5
.
7
2
6
,
 
p
 
=
 
.
0
0
1

3
.
2
0

3
.
9
9

3
.
5
9

(
N
=
2
0
1
)

5
.
0
9

2
.
8
1

2
.
0
6

4
.
4
3

I
n
t
e
l
l
e
c
t
u
a
l
-
A
e
s
t
h
e
t
i
c

O
r
i
e
n
t
a
t
i
o
n
s
 
T
o
w
a
r
d

L
i
f
e
 
(
M
e
a
n
s
 
o
n
 
7
-
p
o
i
n
t

s
c
a
l
e
,
 
7
=
h
i
g
h
)

S
i
g
n
i
f
i
c
a
n
c
e
 
o
f

"
e
x
p
l
o
r
i
n
g
 
n
e
w
 
i
d
e
a
s
"
 
a
s

a
 
C
o
l
l
e
g
e
 
G
o
a
l
 
(
M
e
a
n
s
 
o
n

3
-
p
o
i
n
t
 
s
c
a
l
e
,
 
3
=
h
i
g
h
)

E
x
t
e
n
t
 
o
f
 
"
s
e
r
i
o
u
s

r
e
a
d
i
n
g
"
 
(
M
e
a
n
s
 
o
n

3
-
p
o
i
n
t
 
s
c
a
l
e
,
 
l
=
"
a
l
o
t
"

N
u
m
b
e
r
 
o
f
 
B
o
o
k
s
 
O
w
n
e
d

(
M
e
a
n
s
 
o
n
 
7
-
p
o
i
n
t

s
c
a
l
e
,
 
7
=
o
v
e
r
 
2
0
0
)

.
F
 
=
 
5
.
6
3
6
,
 
p
 
=
 
.
0
0
1

F
 
=
 
5
.
2
2
2
,
 
p
 
=
 
.
0
1

(
c
o
n
t
i
n
u
e
d
 
o
n
 
n
e
x
t
 
p
a
g
e
)



C
r3

!.

T
A
B
L
E
 
1
1
1
-
4
 
(
c
o
n
e
d
)

R
e
l
a
t
i
o
n
s
h
i
p
 
B
e
t
w
e
e
n
 
S
t
u
d
e
n
t

A
c
t
i
v
i
s
m
 
a
n
d

I
n
t
e
l
l
e
c
t
u
a
l
-
A
e
s
t
h
e
t
i
c
 
O
r
i
e
n
t
a
t
i
o
n
s

M
a
l
e
s

N
o

V
o
t
e
 
i
n

I
n
v
o
l
v
e
-
 
R
e
f
e
r
-

e
n
d
u
m

M
i
et
e
:
:
:
g

m
e
n
t

(
N
=
9
5
)

(
N
=
1
1
3
)

(
N
=
1
6
3
)

I
n
t
e
l
l
e
c
t
u
a
l
-
A
e
s
t
h
e
t
i
c

O
r
i
e
n
t
a
t
i
o
n
s
 
(
c
o
n
t
.
)

S
i
g
n
i
f
i
c
a
n
c
e
 
o
f
 
"
d
i
s
c
u
s
s
i
n
g
"

i
d
e
a
s
,
 
i
n
t
e
l
l
e
c
t
u
a
l
 
e
x
-

c
h
a
n
g
e
.
.
.
"
 
A
m
o
n
g
 
C
o
l
l
e
g
e

E
x
p
e
r
i
e
n
c
e
s
 
(
M
e
a
n
s
 
o
n

5
-
p
o
i
n
t
 
s
c
a
l
e
,
 
1
=
h
i
g
h
)

2
.
6
6

S
i
g
n
i
f
i
c
a
n
c
e
 
o
f
 
"
e
x
p
e
r
i
e
n
c
e
s

w
i
t
h
 
m
u
s
i
c
,
 
d
r
a
m
a
,

a
r
t
"

A
m
o
n
g
 
C
o
l
l
e
g
e
 
E
x
p
e
r
i
e
n
c
e
s

(
M
e
a
n
s
 
o
n
 
5
-
p
o
i
n
t
 
s
c
a
l
e
,

1
=
h
i
g
h
)

F
 
=

3
.
2
2

2
.
2
8

2
.
2
2

5
.
5
2
2
,

p
 
=
 
.
0
1

3
.
0
4

3
.
0
3

F
 
=

0
.
4
2
0
,
 
p
 
=
 
N
S

H
i
g
h

N
o

I
n
v
o
l
v
e
-
 
I
n
v
o
l
v
e
-

m
e
n
t

m
e
n
t

(
N
=
1
7
3
)

(
N
=
7
1
)

F
e
m
a
l
e
s

V
o
t
e
 
i
n

A
t
t
e
n
d

R
e
f
e
r
-

e
n
d
u
m

O
n
e

(
N
=
1
1
4
)

(
N
=
2
1
0
)

H
i
g
h

I
n
v
o
l
v
e
-

m
e
n
t

(
N
=
2
0
1
)

2
.
1
1

2
.
3
9

2
.
0
6

2
.
0
3

1
.
6
2

F
 
=
 
7
.
2
8
7
,

p
 
=

.
0
0
1

3
.
0
9

2
.
9
0

2
.
5
2

2
.
3
6

2
.
1
5

F
 
=

6
.
0
3
9
,

p
 
=

.
0
0
1

1/
4



-
-
7
,
1
7
A
-
7
-
#
9
.
m
r
r
r
x
r
1
9
7
7
,
F
r
r
.
.
,
,
N
T
7
T
r
7
.
-

V
o
c
a
t
i
o
n
a
l
 
O
r
i
e
n
t
a
t
i
o
n
s

S
i
g
n
i
f
i
c
a
n
c
e
 
o
f
 
"
t
h
i
n
k
i
n
g

t
h
r
o
u
g
h
.
.
.
o
c
c
u
p
a
t
i
o
n
 
a
n
d

c
a
r
e
e
r
.
.
.
"
 
a
s
 
a
 
C
o
l
l
e
g
e

G
o
a
l
 
(
M
e
a
n
s
 
o
n
 
3
-
p
o
i
n
t

s
c
a
l
e
,
 
3
=
h
i
g
h
)

S
i
g
n
i
f
i
c
a
n
c
e
 
o
f
 
"
d
e
v
e
l
o
p
v

i
n
g
.
.
.
p
r
o
f
e
s
s
i
o
n
a
l
 
g
r
a
s
p

o
f
 
a
.
.
.
f
i
e
l
d
 
o
f
 
s
t
u
d
y
"

a
s

a
 
C
o
l
l
e
g
e
 
G
o
a
l
 
(
M
e
a
n
s
 
o
n

3
-
p
o
i
n
t
 
s
c
a
l
e
,
 
3
=
h
i
g
h
)

R
e
a
s
o
n
s
 
f
o
r
 
C
h
o
i
c
e
 
o
f

O
c
c
u
p
a
t
i
o
n

S
e
l
f
 
E
x
p
r
e
s
s
i
o
n
 
(
M
e
a
n
s

o
n

1
0
-
p
o
i
n
t
 
s
c
a
l
e
,
1
0
=
h
i
g
h
)

E
x
t
e
r
n
a
l
 
R
e
w
a
r
d
s
 
(
M
e
a
n
s

o
n

1
3
-
p
o
i
n
t
 
s
c
a
l
e
,
 
1
3
=
h
i
g
h
)

T
A
B
L
E
 
1
1
1
-
5

R
e
l
a
t
i
o
n
s
h
i
p
 
B
e
t
w
e
e
n
 
S
t
u
d
e
n
t
A
c
t
i
v
i
s
m
 
a
n
d

V
o
c
a
t
i
o
n
a
l
 
O
r
i
e
n
t
a
t
i
o
n
s

F
e
m
a
l
e
s

M
a
l
e
s

N
o

V
o
t
e
 
i
n

A
t
t
e
n
d

H
i
g
h

N
o

V
o
t
e
 
i
n

A
t
t
e
n
d

H
i
g
h

I
n
v
o
l
v
e
-
R
e
f
e
r
-

O
n
e

I
n
v
o
l
v
e
-

I
n
v
o
l
v
e
-
R
e
f
e
r
-

O
n
e

I
n
v
o
l
v
e
-

m
e
n
t

e
n
d
u
m

M
e
e
t
i
n
g

m
e
n
t

m
e
n
t

e
n
d
u
m

M
e
e
t
i
n
g

m
e
n
t

(
N
=
8
5
)

(
N
=
5
7
)

(
N
=
6
0
)

(
N
=
V
5
)

(
N
=
8
0
)

(
N
=
8
3
)

(
N
=
5
9
)

(
N
=
4
7
)

2
.
6
6

2
.
7
0

2
.
5
8

2
.
4
9

2
.
7
6

2
.
7
9

2
.
6
6

2
.
6
0

F
 
=
 
2
.
0
8
4
,
 
p
 
=
 
N
S

F
 
=
 
2
.
1
5
3
,
 
p

=
 
N
S

2
.
4
8

2
.
4
0

2
.
2
3

2
.
0
3

2
.
3
9

2
.
3
9

2
.
3
6

2
.
2
1

F
 
=
 
7
.
3
8
9
,

p
 
=
 
.
0
0
1

F
 
=
 
0
.
9
8
1
,
 
p
 
=
 
N
S

6
.
3
9

6
.
8
4

7
.
1
1

6
.
5
8

6
.
3
1

6
.
6
5

6
.
4
7

7
.
2
0

F
 
=
 
1
.
8
3
9
,
 
p
 
=
 
N
S

F
 
=
 
1
.
7
5
2
,
 
p
 
=
 
N
S

6
.
3
2

5
.
6
1

5
.
7
5

4
.
7
0

4
.
3
0

4
.
2
7

3
.
9
7

2
.
8
2

F
 
=
 
4
.
3
2
9
,
 
p
 
=
 
.
0
1

F
 
=
 
4
.
3
6
9
,
 
p
 
=
 
.
0
1

(
c
o
n
t
i
n
u
e
d
 
o
n
 
n
e
x
t
 
p
a
g
e
)



T
A
B
L
E
 
1
1
1
-
5
 
(
c
o
n
t
'
d
)

R
e
l
a
t
i
o
n
s
h
i
n
-
B
e
i
w
e
e
n
 
S
t
u
d
e
n
t
 
A
c
t
i
v
i
s
m
 
a
n
d

V
o
c
a
t
i
o
n
a
l
 
O
r
i
e
n
t
a
t
i
o
n
s

R
e
a
s
o
n
s
 
f
o
r
 
C
h
o
i
c
e
 
o
f

O
c
c
u
p
a
t
i
o
n
 
(
c
o
n
t
_
)

M
a
l
e
s

F
e
m
a
l
e
s

N
o

V
o
t
e
 
i
n

I
n
v
o
l
v
e
-
R
e
f
e
r
-

m
e
n
t

e
n
d
=

A
t
t
e
n
d

O
n
e

M
e
e
t
i
n
g

(
N
=
6
0
)

2.
56

H
i
g
h

I
n
v
o
l
v
e
-

m
e
n
t

N
o

V
o
t
e
 
i
n

I
n
v
o
l
v
e
-
R
e
f
e
r
-

m
e
n
t

e
n
d
u
m

A
t
t
e
n
d

O
n
e

M
e
e
t
i
n
g

H
i
g
h

-
I
n
v
o
l
v
e
-

m
e
n
t

(
R
=
8
5
)

(
N
=
5
7
)

2
.
8
1

2
.
9
3

(
R
=
7
5
)

2.
96

(
N
=
8
0
)

(
N
=
8
3
)

2.
19

2.
16

(
N
=
5
9
)

2
.
4
7

(
R
=
4
7
)

2.
43

F
r
e
e
d
o
m
 
f
r
o
m
 
P
r
e
s
s
u
r
e

(
M
e
a
n
s
 
o
n
 
7
-
p
o
l
a
t
 
s
c
a
l
e
,

7
.
1
.
h
i
g
h
)

F
 
=
 
1
.
0
0
0
,
 
p
 
=
 
N
S

F
 
=
 
1
.
0
0
8
,
 
p
 
=
 
N
S

-
I
n
v
o
l
v
e
m
e
n
t
 
w
i
t
h
 
P
e
o
p
l
e

a
n
d
 
S
o
c
i
a
l
 
V
a
l
u
e
 
(
M
e
a
n
s

o
n
-
7
-
p
o
i
n
t
 
s
c
a
l
e
,
 
7
=

h
i
g
h
)

4
.
1
2

4
.
2
1

5
.
0
0

4
.
7
5

4
.
6
1

5
.
1
2

4
.
8
3

5
.
0
7

F
 
=
 
3
.
9
1
4
,
 
p
 
=
 
.
0
1

F
 
=
 
1
.
3
7
4
,
 
p
 
=
 
N
S



However, there are a couple of findings in Table 111-5 that are somewhat
different than those in the comparable table in the preceding chapter. Men
activists do assign less importance as a college goal to the item "develop-
ing a deep perhaps professional grasp of a specific field of study." Among
political activists, particularly men, there is a strong rejection of pro-
fessionalism. We will comment more fully on this issue in Chapter IV.
Also, Table 111-5 suggests that political activists may be somewhat more
interested in occupations that give them a chance to be involved with people
and to express their social values, although it should be noted that this
relationship does not appear for the women and is not a clear monotonic
relationship even for the men. Tn general, despite these exceptions, the
findings on vocationalism are very similar to those we discussed in Chapter
II. The main issue for activists and students favoring the Residential
College is the rejection of a narrow vocationalism that excludes others
concerns in the college enfironment and of a materialistic orientation
toward work and career that might limit the commitment to other values.

Table 111-6 presents the relationship between activism and collegiate
orientations. Here we find less duplication of the pattern observed in the
analysis of the relationship between collegiate orientations and attitudes
toward the Residential College. Involvement in activism, like a positive
attitude toward the Residential College, is associated with a negative atti-
tude toward fraternities and sororities. This is as expected, since the Greek
system tends to become a symbol of conservatism and adherence to the status
quo. But, unlike the findings in the preceding chapter, we find no differences
between high and low activists in the significance they give to the types of
activities that have usually been defined as part of the collegiate orienta-
tion. Activists are just as involved as nonactivists in extracurricular
activities and student groups and do not differ from them in the importance
tilt.), give to "partying" and "fun." We will see in a later discussion
(Table 111-23 below) that dating patterns of activists and nonactivists also
do not differ. Perhaps most surprising, although activists are more reject-
ing in their attitudes toward fraternities and sororities, amont the men
students they do not differ in their actual fraternity membership. It is
important in this connection to stress that our "high involvement" activist
group had a broad base in this particular protest, because of internal
university issues of student power and control. This chapter is not an
analysis of the small group of committed 9dicals, although they are obvious-
ly included in the high involvement group. But even granted this, the find-
ing on fraternity membership does point up the questionable validity of some
stereotypes about fraternities and sororities, at least at Michigan in the
1960's.

Two issues seetn to be operating to differentiate the responses of the
activists on collegiate orientations from those of students who favor the
Residential .College. Activists seem to be much more involved in campus
activities than are the educational critics. The kinds of campus groups and
activities they are involved in are often different than those that are
usually associated with the "collegiate orientation"; but the fact remains
that despite their confrontation with the University they do have an

2
Chapter IV focuses on the small group of committed redicals.
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involvement in it and with some of its formally recognized groups and

activities. The other issue is that the student activists seem to be more

socially and interpersonally active than are the students interested in

the Residential College. To some extent the Residential College seems to

appeal not only to students with an ideological commitment to change, but

also to those who feel it might provide an environment where it would be

easier for them to form friends and to integrate socially. This would not

be true for students making an active political commitment. In sumnary,

then, while the political activists are anti-collegiate in the narrowly

defined sense of rejecting what the Greek system supposedly represents, they

do have some of the campus and social involvements that are part of the

collegiate orientation, more than do the students favoring the Residential

College.

To summarize this section's discussion of the student's orientations

toward college, most of the findings suggest that the two types of protest

flow from similar basic orientations to the college experience and concep-

tions of what college should foster and develop. Particularly clear are

the findings that both types of critics identify themselves as broad intel-

lectuals and nonconformists and reject any narrowly defined orientation to

the college experience that would tend to exclude broader concerns. Thus,

they reject a narrow and materialistic vocationalism, a narrow academic

orientation, and the restricted approach to the University reflected in the

stereotype of the fraternity-sorority system. But two important differences

do occur. One is that intellectualism, which was much more clearly related

to a preference for the Residential College for men than for the women, is

equally relevant to both men and women in relation to political activism.

Intellectual women do not seem to have the ambivalence over expressing

themselves in political activism that they had in relation to the Residential

College. The second important difference is that some of the possible

inhibitions and hesitancies in interpersonal relationships that may be a

factor in the desire for the Residential College do not seem relevant for

political protest and activism.

Value Orientations

In the preceding chapter we observed that the rejection of the educa-

tional status quo was related to a general tendency to be more questioning

of traditional values. We would expect this would be even more true for

the political activists, and we see this confirmed in the findings in Table

111-7. In their self-concepts as nontraditional, in their questioning of

absolute and conservative values as measured by the Social Maturity scale of

the OPI, and in their questioning of religious traditionalism, we find that

the highly involved political activists are much more opposed to traditional

values than are those students with less political involvement. The only

di.fference with the parallel findings in Table II-S of Chapter II, is that

the results are even more striking here, particularly for the women students.

It will be recalled that the relationships between nontraditionalism and

favoring the Residential College were not statistically significant for the

women students. In Table III-7 we see that the relationships for the women

are just as striking and significant as for the men.
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This difference in the nontraditionalism of the women activists and
educational critics, parallels the findings on intellectualism, where we
also found that relationships between intellectual orientations and atti-
tudes toward the Residential College were less clear and significant for
the women than were the relationships between intellectual orientations
and political activism. This pattern is further confirmed when we go from
the general issue of nontraditionalism to the specific question of liberal-
ism or conservatism in the political area. In the preceding chapter we
saw that the relationships between a political liberal ideology and favor-
ing the Residential College were not as significant for the women students.
In contrast, we see in Table 111-8 that the expected relationship between
activism am political liberalism is just as striking for women'as for men.
In general, then, we find that political activism, unlike the interest in
the Residential College, is for women as it is for men, a clear unambivalent
expression of a more general intellectual and liberal ideological commitment.
This is not surprising, since we would expect student activism to have this
broader 16eological base. What was unexpected was that these relationships
were tempered when we looked at women's reactions to the Residential College,
and we have attempted to suggest some reasons why these expected relationships
did not clearly appear.

Personality "Identity" Characteristics

We expected that political activism would be related to a liberal
political ideology and a general questioning of traditional values. It is
less clear what one would expect to find when relating political acttvism
to more general personality characteristics, particularly the identity
issues that are the focus of interest in the personality area in this study.
Since educational innovations like the Residential College are directed
toward helping a student think through personal as well as intellectual
concerns, we expected that students who favored the Residential College
would be more focused on identity issues and more oriented toward seeing
the college experience as helping them define themselves and their relation-
ship to the social world. It,is less clear, however, what one would pre-
dict with respect to political activists. On the one hand, their active
concern with values and with formulating a personal stance on social issues
would make one predict that they would tend to be students more actively
engaged in the identity search, particularly around issues of commitment and
the thinking through of values. On the other hand, since they are more
clearly acting on their values and oriented toward confronting and manipulat-
ing social reality, one might expect to less often find in them the intro-
spectiveness and inward-turning of the identity searchers.

The findings on these issues are presented in Tables 111-9 through
111-12. The data present an interesting pattern. In Table III-9, which
focuses on the salience of identity issues and the extent to which students
are actively engaged in the identity-searching process, we do tend to find
a relationship between concern with these identity issues and involvement
in political activism. Although the findings are not statistically sig-
nificant in all instances, they do tend to present a consistent picture in
this direction. As was true with respect to the parallel data in Chapter II,

144



T
A
B
L
E
 
1
1
1
-
8

R
e
l
a
t
i
o
n
s
h
i
p
 
B
e
t
w
e
e
n
 
S
t
u
d
e
n
t
 
A
c
t
i
v
i
s
m

a
n
d
 
P
o
l
i
t
i
c
a
l
 
A
t
t
i
t
u
d
e
s
 
a
n
d
 
I
n
t
e
r
e
s
t
s

P
o
l
i
t
i
c
a
l
 
A
t
t
i
t
u
d
e
s

D
e
g
r
e
e
 
o
f
 
P
o
l
i
t
i
c
a
l

I
n
t
e
r
e
s
t
 
(
M
e
a
n
s
 
o
n

1
9
-
p
o
i
n
t
 
s
c
a
l
e
,
 
1
9
=

h
i
g
h
 
i
n
t
e
r
e
s
t
)
.

D
o
m
e
s
t
i
c
 
C
o
n
s
e
r
v
a
t
i
s
m
-

L
i
b
e
r
a
l
i
s
m
 
(
M
e
a
n
s
 
o
n

9
-
p
o
i
n
t
 
s
c
a
l
e
,
 
9
=

a
l
i
b
e
r
a
l
)

A
t
t
i
t
u
d
e
s
 
T
o
w
a
r
d
 
C
i
v
i
l

R
i
g
h
t
s
 
(
M
e
a
n
s
 
o
n
 
1
3
-
p
o
i
n
t

s
c
a
l
e
,
 
1
3
=
p
r
o
-
C
i
v
i
l

R
i
g
h
t
s
)

A
t
t
i
t
u
d
e
s
 
T
o
w
a
r
d
 
C
i
v
i
l

L
i
b
e
r
t
i
e
s
 
(
M
e
a
n
s
 
o
n
 
1
7
-

p
o
i
n
t
 
s
c
a
l
e
,
 
1
7
=
p
r
o

C
i
v
i
l
 
L
i
b
e
r
t
i
e
s
)

N
o I
n
v
o
l
v
e
-

m
e
n
t

(
N
=
8
5
)

1
2
.
7
4

F
 
=
 
9
.
1
9
1
,
 
p
 
=
 
.
0
0
1

5
.
8
2

F
 
=
 
6
.
0
8
5
,
 
p
 
=
 
.
0
0
1

9
.
0
6

1
0
.
9
2

1
3
.
2
7

M
a
l
e
s

V
o
t
e
 
i
n

A
t
t
e
n
d

R
e
f
e
r
-

O
n
e

e
n
d
u
m

M
e
e
t
i
n
g

(
N
=
5
7
)

(
N
=
6
0
)

1
3
.
3
9

1
3
.
2
5

6
.
1
1

6
.
2
4

1
0
.
0
2

9
.
7
9

F
 
=
 
6
.
8
5
5
,
 
p
 
=
 
.
0
0
1

F
 
=
 
1
5
.
5
9
2
,
 
p
 
=
 
.
0
0
1

1
1
.
7
9

H
i
g
h

I
n
v
o
l
v
e
-

m
e
n
t

(
N
=
7
5
)

1
5
.
8
9

7
.
0
0

1
_
4
.
6
4

N
o

V
o
t
e
 
i
n

A
t
t
e
n
d

I
n
v
o
l
v
e
-

R
e
f
e
r
-

O
n
e

m
e
n
t

e
n
d
u
m

M
e
e
t
i
n
g

(
N
=
8
0
)

(
N
=
8
3
)

(
N
=
5
9
)

1
0
.
4
8

5
.
5
5

F
e
m
a
l
e
s

1
0
.
7
5

1
1
.
1
4

F
 
=
 
7
.
8
9
2
,
 
p
 
=
 
.
0
0
1

6
.
0
3

6
.
6
1

F
 
=
 
1
4
.
0
4
9
,
 
p
 
=
 
.
0
0
1

1
1
.
1
2

8
.
9
8

9
.
9
4

1
0
.
4
6

F
 
=
 
1
0
.
1
8
0
,
 
p
 
=
 
.
0
0
1

1
0
.
5
8

1
1
.
5
0

1
2
.
8
3

F
 
=
 
2
0
.
1
2
1
,
 
p
 
=
 
.
0
0
1

H
i
g
h

I
n
v
o
l
v
e
-

m
e
n
t

(
N
=
4
7
)

1
4
.
0
0

7
.
3
8

1
1
.
6
3

1
4
.
8
7

(
c
o
n
t
i
n
u
e
d
 
o
n
 
n
e
x
t
 
p
a
g
e
)



T
A
B
L
E
 
1
1
1
-
8
 
(
c
o
n
t
'
d
)

R
e
l
a
t
i
o
n
s
h
i
p
 
B
e
t
w
e
e
n
 
S
t
u
d
e
n
t
A
c
t
i
v
i
s
m

a
n
d
 
P
o
l
i
t
i
c
a
l
 
A
t
t
i
t
u
d
e
s
 
a
n
d

I
n
t
e
r
e
s
t
s

M
a
l
e
s

N
o

V
o
t
e
 
i
n

I
n
v
o
l
v
e
-
R
e
f
e
r
-

m
e
n
t

e
n
d
u
m

O
n
e

H
i
g
h

I
n
v
o
l
v
e
-

m
e
n
t

(
N
=
8
5
)

(
N
=
5
7
)

P
o
l
i
t
i
c
a
l
 
A
t
t
i
t
u
d
e
s
 
(
c
o
n
t
.
)

(
N
=
6
0
)

(
N
=
7
5
)

A
t
t
i
t
u
d
e
s
 
T
o
w
a
r
d
 
F
o
r
e
i
g
n

A
f
f
a
i
r
s
 
(
M
e
a
n
s
 
o
n
 
1
3
-
p
o
i
n
t

s
c
a
l
e
,
 
1
=
m
i
l
i
t
a
r
i
s
t
i
c

p
o
s
i
t
i
o
n
)

6
.
1
6

7
.
7
3

7
.
0
5

9
.
0
4

F
 
=
 
1
3
.
3
2
1
,
 
p
 
=

.
0
0
1

A
t
t
i
t
u
d
e
s
 
T
o
w
a
r
d
 
S
t
u
d
e
n
t

I
n
t
e
r
e
s
t
 
i
n
 
P
o
l
i
t
i
c
a
l
 
A
c
t
i
o
n

1

(
M
a
n
s
 
o
n
 
5
-
p
o
i
n
t
 
s
c
a
l
e
,

5
.
.
a
p
p
r
o
v
e
 
s
t
u
d
e
n
t
 
p
o
l
i
t
i
c
a
l

a
c
t
i
o
n
)

3
.
5
7

3
.
9
0

4
.
3
2

4
.
5
0

F
 
=
 
1
7
.
4
4
1
,
 
p
 
=

.
0
0
1

I
P
A

C
7
)

A
t
t
i
t
u
d
e
s
 
T
o
w
a
r
d
 
V
i
e
t
n
a
m
 
W
a
r

W
i
t
h
d
r
a
w
 
C
o
m
p
l
e
t
e
l
y

1
3
7
.

2
4
%

6
7
.

2
8
%

A
d
o
p
t
 
M
o
r
e
 
C
o
n
c
i
l
i
a
t
o
r
y

P
o
s
i
t
i
o
n

3
4

3
5

4
9

4
7

C
o
n
t
i
n
u
e
 
P
r
e
s
e
n
t
 
P
o
l
i
c
y

1
8

1
9

1
4

1
0

A
d
o
p
t
 
S
t
r
o
n
g
e
r
 
M
i
l
i
t
a
r
y

P
o
s
i
t
i
o
n

3
5

2
2

3
1

1
5

T
o
t
a
l

1
0
0
7
?

l
o
c
a

m
a
x

l
0
0
%

C
h
i
2
=
 
2
2
.
2
9
2
,
 
d
f
 
=

9
,
 
p
 
=
 
.
0
1

F
e
m
a
l
e
s

N
o
I
n
v
o
l
v
e
-

m
e
n
t

(
N
=
8
0
)

V
o
t
e
 
i
n

A
t
t
e
n
d

R
e
f
e
r
- m

O
n
e

e
n
d
u

(
N
=
8
3
)

(
N
=
5
9
)

6
.
7
2

7
.
2
8

8
.
0
7

F
 
=
 
1
2
.
9
7
8
,
 
p
 
=
 
.
0
0
1

3
.
9
4

4
.
1
7

4
.
3
2

F
 
=
 
1
0
.
8
7
4
,
 
p

.
0
0
1

1
7
%

3
8

2
3

5
1

5
8

2
2

1
1

2
2

1
5

1
3
.

H
i
g
h

I
n
v
o
l
v
e
-

m
e
n
t

(
N
=
4
7
)

9
.
3
8

4
.
6
1

4
3
7
.

5
2 5 0

1
0
0
7
.

1
0
0
7
.

1
0
0
%

1
0
0
%

C
h
i
2
=
 
3
2
.
0
5
0
,
 
d
f
 
=

9
,
 
p
 
=
 
.
0
0
1

(
c
o
n
t
i
n
u
e
d
 
o
n
 
n
e
x
t
 
p
a
g
e
)



T
A
B
L
E
 
1
1
1
-
8
 
(
c
o
n
e
d
)

R
e
l
a
t
i
o
n
s
h
i
p
 
B
e
t
w
e
e
n
 
S
t
u
d
e
n
t
 
A
c
t
i
v
i
s
m

a
n
d
 
P
o
l
i
t
i
c
a
l
 
A
t
t
i
t
u
d
e
s
 
a
n
d
 
I
n
t
e
r
e
s
t
s

P
o
l
i
t
i
c
a
l
 
A
f
f
i
l
i
a
t
i
o
n

M
a
l
e
s

F
e
m
a
l
e
s

N
o

V
o
t
e
 
i
n

I
n
v
o
l
v
e
-
R
e
f
e
r
-

m
e
n
t

e
n
d
u
m

A
t
t
e
n
d

O
n
e

M
e
e
t
i
n
g

(
N
=
6
0
)

H
i
g
h

I
n
v
o
l
v
e
-

m
e
n
t

N
o

V
o
t
e
 
i
n

A
t
t
e
n
d

I
n
v
o
l
v
e
-
R
e
f
e
r
-

O
n
e

m
e
n
t

e
n
d
u
m

M
e
e
t
i
n
g

H
i
g
h

I
n
v
o
l
v
e
-

m
e
n
t

(
N
=
8
5
)

(
N
=
5
7
)

(
N
=
7
5
)

(
N
=
8
0
)

(
N
=
8
3
)

(
N
=
5
9
)

(
N
=
4
7
)

R
e
p
u
b
l
i
c
a
n

4
4
%

3
6
%

3
1
%

2
0
%

4
6
%

3
5
%

2
2
%

9
%

I
n
d
e
p
e
n
d
e
n
t

2
4

3
6

3
0

3
0

2
0

2
2

2
9

3
5

D
e
m
o
c
r
a
t

3
0

2
5

3
9

4
2

3
4

4
3

4
9

5
2

;
R
a
d
i
c
a
l

2
3

0
8

0
0

4

!
E
l
l
a

T
o
t
a
l

1
0
0
%

1
0
0
%

1
0
0
%

1
0
0
%

1
0
0
%

1
0
0
%

1
0
0
%

1
0
0
%

1
4
4
1
1

2
9

.
1
4

C
h
i

=
1
9
.
2
6
0
,
 
d
f
=
9
,
 
p
=
.
0
5

C
h
i
-
 
=

3
1
.
2
5
4
,
 
d
f
=
9
,
 
p
=
.
0
0
1



T
A
B
L
E
 
I
I
I
-
9

R
e
l
a
t
i
o
n
s
h
i
p
 
B
e
t
w
e
e
n
 
S
t
u
d
e
n
t
A
c
t
i
v
i
s
m

a
n
d
 
"
I
d
e
n
t
i
t
y
-
S
e
e
k
i
n
g
O
r
i
e
n
t
a
t
i
o
n
s

"
I
d
e
n
t
i
t
y
-
S
e
e
k
i
n
i
e
O
r
i
e
n
t
a
t
i
o
n
s

M
a
l
e
s

F
e
m
a
l
e
s

N
o

V
o
t
e
 
i
n

I
n
v
o
l
v
e
-
R
e
f
e
r
-

m
e
n
t

e
n
d
u
m

A
t
t
e
n
d

O
n
e

M
e
e
t
i
n
K

(
N
=
6
0
)

H
i
g
h

I
n
v
o
l
v
e
-

m
e
n
t

N
o

V
o
t
e
 
i
n

I
n
v
o
l
v
e
-
R
e
f
e
r
-

m
e
n
t

e
n
d
u
m

A
t
t
e
n
d

O
n
e

M
e
e
t
i
n
g

H
i
g
h

I
n
v
o
l
v
e
-

m
e
n
t

(
N
=
8
5
)

(
N
=
5
7
)

(
N
=
7
5
)

(
N
=
8
0
)

(
N
=
8
3
)

(
N
=
5
9
)

(
N
=
4
7
)

S
i
g
n
i
f
i
c
a
n
c
e
 
o
f
 
"
I
d
e
n
t
i
t
y
-

S
e
e
k
i
n
g
"
 
a
s
 
a
 
C
o
l
l
e
g
e

G
o
a
l
 
(
M
e
a
n
s
 
o
n
 
5
-
p
o
i
n
t

s
c
a
l
e
,
 
5
=
h
i
g
h
)

3
.
6
8

4
.
2
5

4
.
1
7

4
.
2
5

4
.
1
5

4
.
3
0

4
.
5
1

4
.
5
7

F
 
=
 
7
.
3
3
5
,
 
p
 
=
 
.
0
0
1

F
 
=
 
3
.
9
3
6
,
 
p
 
=
 
.
0
1

A
c
h
i
e
v
e
m
e
n
t
 
o
f
 
I
d
e
n
t
i
t
y

G
o
a
l
s
 
i
n
 
C
o
l
l
e
g
e
 
(
M
e
a
n
s

o
n
 
7
-
p
o
i
n
t
 
s
c
a
l
e
,
 
7
=

h
i
g
h
)

5
.
0
8

5
.
5
3

5
.
6
4

5
.
6
8

5
.
5
8

5
.
7
8

5
.
8
6

5
.
9
8

F
 
=
 
3
.
6
2
9
,
 
p
 
=
 
.
0
5

F
 
=
 
1
.
4
5
2
,
 
p
 
=
 
N
S

D
e
g
r
e
e
 
o
f
 
C
o
n
c
e
r
n
 
O
v
e
r

t
h
e
 
Q
u
e
s
t
i
o
n
,
 
W
h
o
 
A
m
 
I
.
.
.
"

(
M
e
a
n
s
 
o
n
 
4
-
p
o
i
n
t
 
s
c
a
l
e
,

l
=
"
a
 
g
r
e
a
t
 
d
e
a
l
"
)

2
.
3
5

2
.
0
9

2
.
1
4

1
.
9
6

2
.
2
8

2
.
1
5

2
.
0
5

1
.
9
8

F
 
=
 
3
.
7
4
5
,
 
p
 
=
 
.
0
5

F
 
=
 
2
.
2
1
4
,
 
p
 
=
 
N
S

D
e
g
r
e
e
 
o
f
 
S
e
l
f
-
C
r
i
t
i
c
i
s
m

a
n
d
 
S
e
l
f
-
Q
u
e
s
t
i
o
n
i
n
g

(
M
e
a
n
s
 
o
n
 
4
-
p
o
i
n
t
 
s
c
a
l
e
,

l
=
"
v
e
r
y
 
s
e
l
f
-
c
r
i
t
i
c
a
l
"
)

2
.
1
7

2
.
0
5

2
.
1
0

2
.
0
7

2
.
0
1

2
.
0
8

2
.
0
9

1
.
8
5

F
 
=
 
0
.
3
7
4
,
 
p
 
=
 
N
S

F
 
=
 
1
.
4
4
4
,
 
p
 
=
 
N
S

(
c
o
n
t
i
n
u
e
d
 
o
n
 
n
e
x
t
 
p
a
g
e
)



T
A
B
L
E
 
1
1
1
-
9
 
(
c
o
n
t
'
d
)

R
e
l
a
t
i
o
n
s
h
i
p
 
B
e
t
w
e
e
n
 
S
t
u
d
e
n
t
 
A
c
t
i
v
i
s
m

a
n
d
 
"
I
d
e
n
t
i
t
y
-
S
e
e
k
i
n
g
"
 
O
r
i
e
n
t
a
t
i
o
n
s

"
I
d
e
n
t
i
t
y
-
S
e
e
k
i
n
g
"

O
r
i
e
n
t
a
t
i
o
n
s
 
(
c
o
n
t
.
)

M
a
l
e
s

F
e
m
a
l
e
s

N
o

V
o
t
e
 
i
n

I
n
v
o
l
v
e
-
R
e
f
e
r
-

m
e
n
t

e
n
d
u
m

O
n
e

H
i
g
h

I
n
v
o
l
v
e
-

m
e
n
t

N
o

V
o
t
e
 
i
n

I
n
v
o
l
v
e
-
R
e
f
e
r
-

m
e
n
t

e
n
d
u
m

O
n
 
e

(
N
=
5
9
)

H
i
g
h

I
n
v
o
l
v
e
-

m
e
n
t

(
N
=
8
5
)

(
N
=
5
7
)

(
N
=
6
0
)

(
N
=
7
5
)

(
N
=
8
0
)

(
N
=
8
3
)

(
N
=
4
7
)

B
o
t
h
e
r
e
d
 
b
y
 
D
i
f
f
i
c
u
l
t
y

i
n
 
"
F
i
n
d
i
n
g
"
 
S
e
l
f

°
M
e
a
n
s
 
o
n
 
4
-
p
o
i
n
t
 
s
c
a
l
e
,

1
=
b
o
t
h
e
r
e
d
 
"
a
 
g
r
e
a
t
 
d
e
a
l
"

3
.
8
8

3
.
5
4

3
.
6
7

3
.
3
6

3
.
6
0

3
.
3
3

3
.
0
9

3
.
0
0

F
 
=
 
3
.
6
9
4
,
 
p
 
=
 
.
0
5

F
 
=
 
4
.
7
7
1
,
 
p
 
=
 
.
0
1

P
r
o
p
o
r
t
i
o
n
 
W
h
o
 
U
s
e
d

C
o
l
l
e
g
e
 
P
s
y
c
h
o
l
o
g
i
c
a
l

C
o
u
n
s
e
l
i
n
g
 
S
e
p
r
i
c
e

1
2
%

1
8
%

1
7
%

1
8
%

1
3
%

1
3
%

1
7
%

3
0
%

C
h
i
2

=
 
1
.
6
1
3
,
 
d
f
 
=

3
,
 
p
 
=
 
N
S

C
h
i
2

=
 
7
.
5
8
7
,
 
d
f
 
=
 
3
,
 
p
 
=

.
1
0



the findings are somewhat clearer and more significant for the men than for
the women, but the tendencies are there for the women as well (and statis-
tically significant on two of the measures in the table). To some extent,
then, political activists seem more involved in the search for self-defini-
tion and commitment to some central integrative values and their political
activity may be seen as one aspect of this search for definition and commit-

ment. In this area the findings on political activism largely parallel
those on reactions to the Residential College.

However, in other measures in the identity area, the findings on the
two types of protest diverge sonewhat. The self-questioning and uncertainty
about one's value positions that are usually characteristic of the "identity
searchers," and which for the men students were related to favoring the
Residential College, are not related to political activism. This is seen in
a comparison of a number of the findings in Tables 111-9, III-10 and III-11
with those from the parallel tables in Chapter II. In the findings in the

preceding chapter, we noted (for the men students) that those who favored
the Residential College were more self-questioning on the question asking
them "how self-critical are you - how often do you have the feeling that
you're missing your own ideals by some margin - never quite living up to
your ideals?" (Table 11-7); more often indicated that in college they ex-
perienced a good deal of self-questioning and uncertainty in deciding what
their position should be on critical ethical, moral, and sexual standards
and values (Table 11-8); and also indicated more concern about their personal
adequacy and their adequacy in their heterosexual role (Table 11-9). None

of these findings are replicated in the parallel tables on political activism
in this chapter.

This seems to reflect a crucial difference between some of the general
personal underpinnings of the educational and political forms of criticism
and protest. Students particularly interested in educational innovations
like the Residential College seem to be more uncertain about some of their
basic personal and value anchors and may be interested in a more intimate
and individualized educational experience as a way of helping them think

through these issues. But involvement in political protest seems to imply
a commitment that depends on sone resolution and certainty about these
personality and value issues. While in a very general sense, student
activists seem to be involved in the identity search, the fact of their
activity implies a certaili amount of commitment and certainty about the self
and one's central values.'

3
It will be noted in Table 111-12 that there are some statistically

significant relationships between involvement in political activism and
identity concerns in the occupational area. However, among the men students
the relationships are mainly a function of the distinction between students
who have no involvement at all in student activism and the other three groups.
The fact that the noninvolved students spent less thought in the vocational
decision process, and were less often bothered by difficulties in arriving
at this decision, is probably more a reflection of the fact that they are
generally less involved in issues at the University than of their lack of
involvement specifically in student activism. Amons the women students the



TABLE III-10

Relationship Between Student Activism
and Value-Identity Concerns

Ma les
No Vote in Attend High
Involve- Refer- One Involve-
ment endum MeetinA ment
(N=83) (N=57)

Bothered by Self-
Questioning of Ethical
and Personal Standards
in College (Means on 10-
point scale, 10=greatly
bothered) 3.74

F = 0.191,
Concern Over Deciding
About Sexual Standards
(Means on 4-point scale,
1=very concerned) 3.21

3.81

= NS

2. 12

F = 0.343, p = NS

(N=78) (N=84)
Bothered by Self-
Questioning of Ethical
and Personal Standards
in College (Means on
10-point scale, 10=
greatly bothered) 4.65 4. 67

F = 0.451, p = NS

Csncern Over Deciding
About Sexual Standards
(Means on 4-point scale,
1=very concerned) 2.59 2.25

F = 1.547, p = NS

-135-

uf,, 5

(N=59) (N=74)

3.93 3.91

3.27 3.15

Females
(N=47)(N=59)

4.36 4.59

2.37 2.53
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Impulse Expression. We also find differences between students favoring

the Residential College and student activists in the other personality area

examined in this study that was seen as particularly relevant to personality

issues of post-adolescence. We see in Table 111-13 that there is a very

clear relationship between student activism and impulse expression, with

the highly involved activets scoring higher on the scale than the students

with minimal involvement.

The-interpretation of the meaning of this relationship could easily be

colored by one's view of student activism. People sympathetic with student

activists could interpret these findings as indicating that activists tend

to be less inhibited, freer people with greater access to their feelings and

emotions. Those less sympathetic to activists might interpret the findings

as indicating lack of proper control, lack of realism, and an infantile

demand for instant gratification. Since the Omnibus Personality Inventory

was developed as a research rather than individual diagnostic tool, any

psychologizing from either perspective is somewhat dangerous. Of concern

to our discussion is not the meaning of Table 111-13 in itself, but the

comparative findings with those in the preceding chapter. It is of particular

interest that the relationship between activism and impulse expression was

not paralleled in the relationship between impulse expression and attitudes

toward .the Residential College. This is consistent with the differences in

the findings on social outgoingness, dating, and interest in "partying" or

"fun" that we have already discussed, where we found that students favoring

the Residential College were somewhat less socially active and involved.

The Impulse Expression Scale, like the other scales of the OPI, tends to get

higher scores from people who are in any way nontraditional and politically

liberal. The interesting finding, then, is not that students involved in

activism are higher on the Impulse Expression Scale as much as that those

one statistically sitnificant difference does seem to represent a meaningful

relationship between student activism and being bothered by the difficulty

in arriving at an occupational decision. This parallels the findings in the

previous chapter where we also found that the vocational identity area was

more problematic for women who favored the Residential College. This seems

to reflect the fact that for women who are in any way nontraditional and

questioning of the status quo, issues of occupation and career tend to become

highlighted and somewtat problematic.

4
The relationships, particularly for the men, seem to be somewhat

curvilinear, with students having no involvement in student activism as well

as students highly involved in activism, showing higher scores in impulse

expression than students with minimal involvement. The significance of the

relationships, however, are not only reflecting a difference between the

noninvolved group and the other three groups. For both the men and the

women there are clear relationships within the three groups showing any

degree of involvement in student activism, with those highly involved clearly

indicating higher scores on impulse expression than those with minimal

involvement.



TABLE 111-13

Relationship Between Student Activism
and Impulse Expression

Impulse Expression
Scale of the OPI
(Means on 33-point
scale, 33=high)

Impulse Expression
Scale of the OPI
(Means on 33-point
scale, 33=high)

Males

No Vote in Attend High

Involve- Refer- One Involve-

ment endum Meeting ment

(N=85) (N=57) (N=60) (N=75)

18.26 16.42

F = 3.386, p = .05

18.62 19.18

Females

(N=80) (N=83) N=59) (N=47)

14.63 14.27

F = 11.402, p = .001
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favoring the Residential College are not higher than the other students.
This may reflect the fact that, while their nontraditionalism and liberalism
might have produced somewhat higher scores on the Impulse Expression Scale,
some of the inhibitions we have noted might have led tn lower scores, two
tendencies effectively cancelling each other out.

There is a tendency, particularly among people unsympathetic to radical
activity, to view it as an acting out of personal problems and issues. The

comparative findings we have discussed, however, would suggest that this is
not true for the political activists as it is for those who are interested
in a different kind of educational experience. It is the latter who seem
to be more self-questioning and uncertain about some of their central values
and commitments, as well, possibly, as involved in working through some
inhibitions in the interpersonal area. This does not mean that students
interested in educational experiments like the Residential College are look-
ing for an environment to help them with personality "problems"; but they do
seem to be clearly interested in an educational experience more addressed to
them and their personal needs and interests. At least at the conscious level
dealt with in the data of this study, student activism does not seem to
appeal to students with special social or personal concerns, or unusual
turmoil or uncertainty.

These findings should not be surprising if we take seriously and at
face value what the students expressing the two types of protest are telling
us. A major charge of most educational critics is that the educational
experience focuses too exclusively on cognitive learning and neglects the
student's broader personal and developmental interests and needs. We should
expect, therefore, that educational innovations addressed to this criticism
would appeal to students who are particularly involved in some of these
personal and developmental issues. In contrast, the criticism of the student
activists focuses on the institution with its internal and external relation-
ships, and is irrelevant to these more personal needs.

Family Relationships

We noted in the discussion of the preceding chapter the somewhat dis-
proportionate interest and fascination that observers, commentators and
researchers have had with the background and family relationships of student
political activists. As um have noted, this interest has come not only from
those Inclined to discount activism as a neurotic playing out of parental
conflicts; it has also been a focus of interest of sympathetic commentators
like Flacks and Keniston, who have studied these family implications as a
way of attempting to comprehend the intergenerational meaning and historical
implications of activism.

It is not necessarily obvious what implications the different perspec-
tives on activism would have for predicting relationships between student
activism and the types of questions about familial relationships that were
explored in this study. Predictions are probably clearer for those who
approach activism from an unsympathetic perspective. These commentators,
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whose interpretations of familial relationships serve the function of dis-
counting the meaning of activism as a political protest, would probably
make fairly straightforward predictions that activists would have much more
conscious disagreement with their parents and much more consciously
expressed distance and estrangement from them. The predictions of the
sypporters of activism would not be as clear, since they have described a
good deal of ambivalence in this area, noting that while activists are
expressing a continuity with some of the basic values of their parents,
there is at the same time a confrontation with parental "hypocrisy" in that
activists are acting on values that parr:tits have professed but not adequately
fulfilled in their middle-class suburban lives. However, on the types of
very direct and surface questions explored in this study - questions about
closeness with parents, parental influence, and the extent of agreement or
disagreement on attitudes and values - we would expect that even the
sympathizers would predict that there would be more feelings of disagreement,
conflict and distance in the activists' responses about their parents. In

addition, beyond the issue of whether one takes a sympathetic perspective,
such a prediction would also cone from other traditions of research and
thinking on the college stuient. For example, the work of Sanford and his
colleagues would also predict that the ability to question and criticize
societal institutions like the university, as indeed any expression of
independence and nonconformity, would be associated with the ability to gain
distance from the parents, to look at them objectively and not accept them
as all-knowing and powerful.

In our discussion of these issues in the preceding chapter, we noted
that there were no clear striking relationships between attitudes toward
the Residential College and dhe students' perceptions of their relationships
with their parents. This was particularly true on the questions tapping the
emotional relationship - the closeness to parents and the influence students
were ready to allow their parents to exert. Differences between students
favoring and rejecting the Residential College were somewhat larger (though
usually not statistically significant) in response to questions about value
and ideological disagreement. The questioning of traditional institutions
and ways of doing things that is reflected in the desire for educational
innovation, is associated with some ability to gain objectivity and distance
frum 7arental ideas and values and to develop one's own ideology and values
independent of the parents, but without any unusual tension or emotional
estrangement from the parents.

For the men students, this also seems to be the pattern for political
activists (see Table 111-14). For the men, there is no relationship between
student activism and either the feeling of closeness with parents or the
readiness to turn to parents for advice. But there are differences, par-
ticularly between the son and the father, in the value and ideological area;
activism does seem to reflect some value and ideological break with the
parents, particularly the Esther.

Interestingly, the findings for the women students seem to be more

general. Among the women, highly involved student activists not only differ
in values and ideology with their parents; they also seem to feel more
emotionally estranged - less close to both parents and less ready to accept
parental influence in important life decisions. It is also interesting that
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the relationships tend to be curvilinear rather than monotonic. That is,

the students closest and most in agreement with their parents are those

with some minimal radical involvement, rather than the totally uninvolved.

This suggests that the critical iddue with respect to parental relation-

ships for women students is not political involvement per se, but highly

active involvement. For women, real activist commitment may represent a

more extreme deviation from traditional role and parental expectations

than it does for the man who, while not necessarily expected to be radical,

is expected to be politically involved and active. Hence, it is possible

that highly activist involvement is reacted to as more deviant when it comes

in a woman, and is also more reflective of a real break from family expecta-

tions.

It is interesting that despite all the discussion on the family back-

grounds of student activists, there has been minimal comment on differences

between men and women activists in this area. This is particularly sur-

prising for those commentators who have developed various aspects of the

Oedipal theme, since this certainly has different implications and meaning

for men and women students. This points up the extent to which discussion

of the backgrounds of activists has often tended to be rather simplistic

and undifferentiated. The findings presented in Table 111-14, while cer-

tainly no more than suggestive, do point up the complexity of the issues

involved in any attempt to understand the familial and intergenerational

meaning of activism. (We will oxplore this area in more detail in Chapter

IV.)

Reactions to the Multiversity Experience

Overall Satisfaction with College

It will be recalled from the preceding chapter that two questions were

used in this study to tap the students' overall satisfaction with their

college experience. One asked indirectly whether the students were satis-

fied that they came to the University of Michigan rather than to some other

school; the other question attempted to get at a more intense reaction than

implied in the term "satisfaction," and asked the extent to which students

felt their college experience had been a "big and new" experience for dhem.

The relationships between responses to these two questions and student

activism are presented in Table 111-15.

There is no relationship between student activism and the student's

feeling that college represented a new exciting experience; this is similar

to the lack of relationship between responses to this question and attitudes

toward the Residential College. However, on the question of simple satis-

faction, an interesting distinction appears between the responses of the

student activists and of those favoring the Residential College. As expected,

those students who indicated a desire for the Residential College expressed

less satisfaction with their choice of the University of Michigan and more

often felt that they might have had a more satisfying experience at some

dther school (we assume a school more like the Residential College - smaller

-144 1.60:3. 4-
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and more personalized). However, we see in Table 111-15 that there is no

relationship between satisfaction with Michigan and student activism.

Unlike the students calling for educational reform, the political activists

do not seem to be particularly rejecting the multiversity experience. Their

protest is more a criticism against all colleges and universities and the

role they see the university generally playing in our society. While the

criticism of the educational reformers is also a general one, it does dwell

particularly on some of the special abuses of the uultiversity.

These findings raise questions about solutions to student activist

demands that are offered by those who see the problem in terms of the

internal structuring and arrangements that are particularly prevalent in

a multiversity. The findings also may help explain why all the student

activist turmoil does not seem to have resulted in major restructuring of

the universities, either in their internal processes or in their curricula.

In a sense such responses do not really address themselves to the core of

the activist protest, which seems to be more oriented toward the role the

university plays in relation to society, rather than the processes going on

in the university itself. Findings like this also suggest that the long-

range implications of protest for real changes in the university may come

from the less violent calls for educational reform than from the political

protest that was so visible in the middle and late 1960's.

The Impact of the College Experience

In the preceding chapter we presented the souewhat paradoxical findings

that those students dissatisfied with the multiversity experience and looking

with favor at the idea of the Residential College, seem to have actually

gotten more from the college experience, at least as this is suggested by

the impact that college had on them - impact as measured both by their per-

ceptions that they changed during their college years and by objectively

measured freshman-to-senior change. It was also noted that these changes

occurred not only in the direction of increased political and social

liberalism, but also in increased intellectual interests and openness (as

measured by the freshman-to-senior change on the intellectual-cognitive

scales of the Omnibus Personality Inventory). In Table 111-16 we now see

the same results with respect to student activism. (The main difference

between Table 111-16 and Table 11-14 in the preceding chapter is that the

findings for Che student activists are equally striking for men and women,

whereas the Residential College findings, following the general pattern of

sex differences observed throughout Chapter II, were clearer for the men

students.) The involved political activists, like the students favoring

educational reforms and innovations, seem to have been more responsive to

and affected by their college experience. Moreover, while there might be

some disagreement as to whether the changes in political and religious

"liberalisme" reflected in this table necessarily represent a "positive"

impact of college, the increased intellectual interests and openness as

measured by the intellectual scales of the OPI are certainly among the

major impacts of a college education that most educators would see'as

desirable outcomes.
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We noted the importance of findings such as these in our discussion

of the parallel data in Chapter II. They underscore the extent to which

the activist protest has come from the most intellectually involved and

committed students. Moreover, since the data in thiS table indicate that

the involvement is not just a function of predispositions brought to

college, but also represents a greater change in intellectual involvement

during the college years, student activism does not seem to be the non-

intellectual.expression
of those who did well academically and intellectually

up until their college years, and in college have attempted to throw over

the whole academic and intellectual burden in an irrational and anti-

intellectual expression.
Regardless of the anti-intellectual tone of some

of the activist rhetoric or actions, it is clear that the criticiwm and

protest has come from those students who are mot intellectually involved

and responsive. One cannot dismiss the protest as the expression of

students (or nonstudents) attempting to abandon or short-circuit the intel-

lectual enterprise.5

5
The fact that studeat activism is related to change in college is

particularly important to stress because so many commentators have

emphasized the selection and predispositional factors in activism. While

Table 111-16 is concerned with changes during college, we should point

out that our data also indicate these predispositional factors. When we

relate the students' activism in their senior year to their scores as

entering freshmen on the seven OPI scales, we find among the women students

a clear relationship, statistically
significant in all cases except impulse

expression where the relationship is not quite significant at the .05 level.

Women students who later became activists were already as entering freshmen

clearly more intellectually and culturally involved on the four intel-

lectual scales, and more liberal and open as measured by the Social Maturity,

Religious Liberalism and Impulse Expression scales. Among the men, parallel

relationships appear, except with respect to Impulse Expression, where

there were no differences as entering freshmen between the students who

later became either noninvolved or highly involved in the activist protest.

For the men, the relationships are not statistically significant in three

of the scales (Complexity, Social Maturity and Religious Liberalism),

although in all of those instances as well as in the three instances of

statistical significance the relationships are in the expected direction.

Thus, as in the findings in the Residential College
analysis, we seem to

have here an example of what Feldman and Newcomb have referred to as the

II accentuation phenomenon" whereby the college experience seems to reinforce

and accentuate the initial differences among entering freshmen. As we

have indicated, the predispositional
aspect of student activism has been

very fully documented, so it is important to recognize that in addition to

predispositions there has also apparently been a differential response to

and impact of the college experience. We will discuss some of the pre-

dispositional issues much more fully in Chapter IV.
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Academic Experiences

In their orientations to their academic experiences - the kinds of
things they look for in their classes - student political activists are
very similar to students who favor the Residential College. Like the

latter students, the political activists have decided preferences for
classes that are more open and unstructured, that provide contrasting
points of view, that encourage student initiative and self-direction and
autonomy (see Table 111-17). Again, paralleling the findings for the
students favoring the Residential College, it is interesting that differ-
ences are less striking on the two items in Table 111-17 that phrase the
issue of classroom autonomy must obviously in terms of student versus
faculty "power" (i.e., whether class attendance should or should not be
required and whether faculty should "regularly check up" on students
assignments). For political activists, as for students who favor the
Residential College, the issue distinguishing them from the rest of the
students is more the desire for academic experiences that foster openness
and student initiative, rather than of faculty "control" in the more narrow

sense.

These preferences for certain types of classroom experiences are
further reflected in the students' ranking of their areas of academic
interest (see Table 111-18). The more clearly defined and structured
natural sciences are more preferred by the less politically involved
students; the activists prefer the more loosely structured, open and
ambiguous social sciences and humanities. Again, these findings parallel
those obtained in-the analysis of responses to the Residential College,
except that the political activists tend to show preferences for social

sciences as well as humanities. In the Residential College findings, it
will be recalled, no differences were obtained between students favoring
and not favoring the Residential College in their preferences for the
social sciences. In addition to the fact that the social sciences are more
elusive and less structured than the natural sciences, they also tend to
represent some critique (or at least analysis) of society and hence appeal
to political activists who are involved in a societal evaluation. What is
perhaps surprising is that there is not an even stronger relationship
between involvement in political activism and preference for the social
sciences. It is also of interest to note that the relationship presented
in Table 111-18 is not monotonic, but rather reflects a sharp distinction
between the highly involved activists and all other three groups of students.
The interest in social sciences seems to be particularly relevant for the
highly involved and committed activists.6

6Another difference between the findings in the academic area in
this and the preceding chapter is again that the relationships between

activism and academic preferences and interests are just as strong for

the women as for the men students. In the analysis of attitudes toward
the Residential College, findings in the academic as in so many other
areas, were much less striking for the women than for the men.
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r

When we turned from the students' preferences in the academic area
to their actual reactions to what they experienced, we found a rather mixed
picture in our analysis of students' attitudes toward the Residential

College. There were few clear significant differences in reactions to
their class experiences between students favoring and not favoring the
Residential College. This seemed to represent the cancelling out of two
contradictory tendencies. The students favoring the Residential College,
being more involved in the academic-intellectual enterprise, showed more
capacity to be excited by some of their academic experiences; but because
of this greater involvement, they also showed a greater capacity to be
disappointed by these experiences.

The picture with respect to the political activists is also not
simple (see Table 111-19). For women there do not appear to be any sig-
nificant differences between activists and nonactivists in their reactions
to their class experiences, Certainly it would appear from Table 111-19
that activists show no unusual criticism of their academic experiences.
For women, the only two items that show a clear statistically significant
relationship with activism refer to the highly involved activists' capacity
for self-initiated academic work (they more often felt courses stimulated
discussion and extra work and they gave a higher significance to "individual
study" in their rating of their most significant college experiences). For

the women there were no clear differences between activists and nonactivists
on questions aimed at evaluating (favorably or unfavorably) the classes they
experienced at the university.

Table 111-19 indicated that the men also present an ambiguous picture.
In some instances it would appear that the highly involved activists are
particularly critical of their academic experiences: they more often felt
course standards at the university were low and unchallenging; they more
often found courses dull and less often found them interesting; they listed
"classroom work" as less important among their significant college experi-
ences. Hawever, in the last three findings (more often finding courses
dull, less often finding them interesting, attaching less importance to
"classroom work") the highly involved activists are joined in their criti-
cism by the students with no activist involvsment at all; both extreme groups
are more critical than the two middle activist groups. Finally, adding to

the ambiguous implications of the findings, on one measure the highly
involved activists indicate that they had some unusually positive academic
experiences - together with the next highest involved group, they more often
indicate finding at least some courses that were unusually meaningful to
them.

In sumnery, for both educational reformers and political protesters,
the findings in the academic area seem clearer in suggesting what they are
looking for in their academic experience, than in their reactions to what
they feel they found at this particular multiversity. Both groups of
protesters are interested in more open and unstructured classes that foster
autonomy and self-direction and the student's arriving at his own integration
of the material. But their protest does not seem to reflect unusual disappointment

OT -1551171
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at the extent to which their expectations were or were not met at the
University. Perhaps the main finding, particularly for the educa-
tional reformers, is that they are more involved in the abademic area,
which leads to more criticism, but also to more intense positive
reactions in those claws (admittedly not too numerous) that really
engaged their interest.'

These reactions to academic issues and experiences are particularly
relevant to our analysis of political activists because they bear on
one of the critical purposes of the comparative analyses undertaken in
this and the preceding chapter. The major purpose of our concern with
the degree of overlap between political and educational critics derives
from our interest in the long-range implications of political activism
for educational reform and change within the university. The findings
we have discussed suggest that there is a great deal of sympathy among
political activists for the type of classroom reforms advocated by the
educational critics. Hawever, the data also suggest that this issue is
of secondary importance to political activists. They are not unusually
critical of their experiences in this area, certainly less critical than
they are of other aspects of the university -- such as its internal power
arrangements and its relationships with the broader society.

Relationships With Faculty

The relationships between political activism and reactions to
faculty are presented in Tables 111-20 and 111-21. The findings in
these tables present both similarities and differences when campared
with the findings in the comparable two tables in Chapter II.

The major similarity is that student activists, like those favoring
the Residential College, attach greater significance to faculty than do
other students. This is evidenced in several of the findings in Table 111-20:
activists attach greater significance to "getting to know faculty" in rating
their important college experiences; they feel that faculty have had a
greater influence on them in helping them form their critical career decisions;
wanting more fram the faculty, they are more disappointed in feeling they had
too little real contact with them. All of these findings apply as well to
students who favor the Residential College (see Table 11-18 in Chapter II ).

The findings also replicate those of the preceding chapter in that the
greater significance of faculty to the activists is not reflected in any
differences in the extent or nature of their contact with faculty. As
indicated in Table 111-21, there are no consistent differences in the
amount or type of contact that activists and non-activists experienced with

TA further indication of the activists' academic involvement and intel-
lectual commitment, as it is of the students who favor the Residential College,
is the fact that, despite their criticisms, activists if anything do better
academically. Among the men, the reported grade point averages of the four
groups of students ranging from the non-involved to the highly involved are
2.80, 2.99, 2.85 and 3.09. The comparable figures for the women are 2.81,
3.01, 3.08 and 3.03. The difference among the men is significant at the
.001 level.
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faculty.
8 What they differ in is the significance they attach, and the

reactions they had, to the faculty contact that they did experience.

But with these similarities there also are some striking differences

between political activists and educational critics in their attitudes

toward faculty. Although the political activists share with the propo-

nents of the Residential College the feeling that faculty relationships

are significant, this feeling seems to be less personalized for the

political activists. Political activists seem to have less need for a

personal relationship with faculty. One of the most striking differences
between students favoring and not favoring the Residential College occurred

in response to the question asking them whether they wanted a "broader and

more personal relationship with faculty." Students favoring the Residential

College much more strongly indicated wanting such a relationship. This

desire for a more personally meaningful relationship with faculty seems to

be an important aspect of their preference for an educational environment

like the Residential College which promises a much greater opportunity for

such relationships. We see in Table 111-20 that the political activists

do not indicate any unusual desire for this kind of personalized rela-

tionship.

Political activists also differ from students favoring the Residential

College in that they do not tend to generalize their greater involvement

with faculty and disappointment with their awn limited faculty contact, to

an unusually negative perception of the university in this area. As indi-

cated in Table 111-20, there are no significant differences between politi-

cally involvedAmma .non-involved students in their general perceptions of

the extent of faCattyrstudent interaction at the university, or of the

faculty's inter9st in students. While these.general perceptions were also

not strikingly reIced to attitudes toward the Residential College, the
findings in the paallel table in the preceding chapter do indicate that

there were some tendencies for students favoring the Residential College

to express not only a personal disappointment in limited faculty contact,

but to have a more generally negative perception of the university in this

area, seeing faculty generally as somewhat less interested in the students.

To summarize, then, the political activists' relationships with

faculty do not seem to be as emotionally charged as are those of the edu-

cational critics who favor the Residential College. For the activists,

their involvement with faculty does not represent a need for a highly

personalized relationship, and their feelings of disappointment at a

samewhat limited contact with faculty, is not translated into a major aspect

of their general critique of the university.

On the other hand, there is also evidence that faculty are important

to political activists, just as they are to students interested in

'kith one exception; the only significant relationships that appear

in Table 111-21 occur on the index "contact in social settings." In sev-

eral instances, with several different types'of faculty, the highly involved

activists indicate greater contact with faculty in non-academic settings with-

in the University. These nay well represent contact around common political

involvements and activities.
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educational change. While the faculty are not important in a deeply

personal sense to the political activists, they are significant as

models and as influencers. This is a significant point that is likely

to be lost in some of the violent confrontations between activist stu-

dents and faculty and administrative authority, and in the slogan that

you can not trust anyone over thirty. Faculty are not only not irrele-

vant to politically acitivist students, but actually are potentially

more meaningful to them than to most other students, and a source of

potential impact and influence. These findings could have significant

implications to the extent that possibilities for long-range effects of

the activist protest, depend considerably on student-faculty collabora-

tive effort.

Personal. Social and Extra-Curricular Relationships

In the area of peer and extra-curricular relationships, the findings

on student political activists again present a mixed picture when compared

with the findings on the attitudes taward the Residential College. Same

clear differences appear when the data in Tables 111-22, 111-23, and

111-24 are compared with the parallel tables in the preceding chapter.

Perhaps the clearest difference is the lack of any evidence that the

social inhibition associated with the desire for the Residential College

is in any way related to political activism. It will be recalled that the

students who favored the Residential College saw themselves as less

socially outgoing and dated less than did the students who did not favor

the Residential College. No such relationships appear in the comparisons

of students more and less involved in political activism. (See Tables

111-22 and 111-23.) There is also no evidence that the personal friend-
ships of the political activists tend to be unusually isolated from any

broader group community within the university. Whereas students favoring

the Residential College less often found their personal friendships embedded

in a common membership in student organizations, this is not true of the

friendships of the political activists (Table 111-24). Political activists

are, if anything, mare involved in campus groups and extra-curricular

activities, undoubtedly to some extent around their ideological interests,

and their friendships tend to be integrated with these activities.

These differences between political activists and students favoring

the Residential College are understandable, since the Residential College

should have a special appeal to students somewhat socially isolated, who

have had difficulty integrating themselves and their immediate friendships

into a broader community within the multiversity. The picture in the friend-

ship and peer group area is somewhat complicated, however, by the fact that

on other questions in this area the political activists, like the students

favoring the Residential College, do indicate unusual sensitivity and vul-

nerability in their friendship relationships. As indicated in Table 111-22,

political activists more often indicated that in their college experience

they were bothered by "an inability to find individuals or groups who were

really congenial and with whom I felt happy;" were also more often bothered

by "a feeling of isolation or loneliness;" and mare often indicated disappoint-

ment in friendship relationships ("a disappointment in a relationship with the

4168- 184



T
A
B
L
E
 
1
1
1
-
2
2

R
e
l
a
t
i
o
n
s
h
i
p
 
B
e
t
w
e
e
n
 
S
t
u
d
e
n
t
 
A
c
t
i
v
i
s
m
 
a
n
d

F
r
i
e
n
d
s
h
i
p
 
O
r
i
e
n
t
a
t
i
o
n
s

M
a
l
e
s

F
e
m
a
l
e
s

N
o

V
o
t
e
 
i
n

I
n
v
o
l
v
e
-
R
e
f
e
r
-

m
e
n
t

e
n
d
u
m

A
t
t
e
n
d

O
n
e

N
e
e
t
i
n
s
k

(
N
=
6
0
)

H
i
g
h

I
n
v
o
l
v
e
-

m
e
n
t

I
N
o

V
o
t
e
 
i
n

I
n
v
o
l
v
e
-
R
e
f
e
r
-

m
e
n
t

e
n
d
u
m

A
t
t
e
n
d

O
n
e

M
e
e
t
i
n
g

H
i
g
h

I
n
v
o
l
v
e
-

m
e
n
t

(
N
=
8
5
)

(
N
=
5
7
)

(
N
=
7
5
)

(
N
=
8
0
)

0
1
.
8
3
)

0
1
.
5
9
)

(
N
.
4
7
)

S
i
g
n
i
f
i
c
a
n
c
e
 
o
f
 
"
e
s
t
a
b
l
i
s
h
-

i
n
g
-
m
e
a
n
i
n
g
f
u
l
 
f
r
i
e
n
d
s
h
i
p
s
"

a
s
 
a
,
C
o
l
l
e
g
e
 
G
o
a
l
 
(
M
e
a
n
s
 
o
n

3
-
p
o
i
n
t
 
s
c
a
l
e
,
 
3
=
h
i
g
h
)

2
.
2
7

2
.
3
7

2
.
5
2

2
.
4
7

2
.
5
0

2
.
6
7

2
.
7
0

2
.
6
4

F
 
=
 
2
.
4
2
7
,
 
p
 
=
 
N
S

F
 
=
 
1
.
9
1
0
,
 
p
 
=
 
N
S

S
e
l
f
-
C
o
n
c
e
p
t
 
a
s
 
S
o
c
i
a
l
l
y

O
u
t
g
o
i
n
g
 
(
i
e
a
n
s
 
o
n
 
3
7
-

p
o
i
n
t
 
s
c
a
l
e
,
 
1
=
h
i
g
h
)

1
2
.
9
9

1
3
.
2
6

1
1
.
4
4

1
3
.
2
4

1
1
.
9
3

1
2
.
6
2

1
0
.
5
8

1
1
.
2
2

F
 
=
 
1
.
3
4
0
,
 
p
 
=
 
N
S

F
 
=
 
1
.
3
6
6
,
 
p
 
=
 
N
S

P
r
e
f
e
r
e
n
c
e
 
f
o
r
 
L
i
v
i
n
g
 
A
l
o
n
e

(
M
e
a
n
s
 
o
n
 
4
-
p
o
i
n
t
 
s
c
a
l
e
,

t
o
t
h
i
g
h
)

1
.
8
1

1
.
6
3

1
.
7
7

1
.
8
6

1
.
7
0

1
.
6
5

1
.
6
3

2
.
0
4

F
 
=
 
0
.
7
6
1
,
 
p
 
=
 
N
S

F
 
=
 
2
.
0
8
8
,
 
p
 
=
 
N
S

R
e
a
d
i
n
e
s
s
 
t
o
 
T
a
l
k
 
w
i
t
h

F
r
i
e
n
d
s
 
A
b
o
u
t
 
P
r
o
b
l
e
m
s

(
M
e
a
n
s
 
o
n
 
1
3
-
p
o
i
n
t
 
s
c
a
l
e
,

1
3
=
h
i
g
h
 
r
e
a
d
i
n
e
s
s
)

8
.
2
2

8
.
9
1

9
.
6
7

9
.
9
3

1
0
.
7
8

1
0
.
9
0

1
1
.
3
8

1
1
.
0
7

F
 
=
 
4
.
9
3
9
,
 
p
 
=
 
.
0
1

F
 
=
 
0
.
7
8
7
,
 
p
 
=
 
N
S

F
r
i
e
n
d
s
'
 
I
n
f
l
u
e
n
c
e
 
o
n
 
C
a
r
e
e
r

C
h
o
i
c
e
 
(
M
e
a
n
s
 
o
n
 
1
3
-
p
o
i
n
t

s
c
a
l
e
,
 
1
3
=
h
i
g
h
)

3
.
2
3

3
.
6
6

4
.
9
1

4
.
8
1

3
.
4
2

3
.
8
0

4
.
4
3

3
.
3
8

F
 
=
 
6
.
8
6
3
,
 
p
 
=
 
.
0
0
1

F
 
=
 
1
.
9
7
8
,
 
p
 
=
 
N
S

(
c
o
n
t
i
n
u
e
d
 
o
n
 
n
e
x
t
 
p
a
g
e
)



S
i
g
n
i
f
i
c
a
n
c
e
 
o
f
 
F
r
i
e
n
d
-

s
h
i
p
s
 
A
m
o
n
g
 
C
o
l
l
e
g
e
 
E
x
p
e
r
-

i
e
n
c
e
s
 
(
g
e
a
n
s
 
o
n
 
9
-
p
o
i
n
t

s
c
a
l
e
,
 
9
=
h
i
g
h
)

T
A
B
L
E
 
1
1
1
-
2
2
 
(
c
o
n
t
'
d
)

R
e
l
a
t
i
o
n
s
h
i
p
 
B
e
t
w
e
e
n
 
S
t
u
d
e
n
t
 
A
c
t
i
v
i
s
m
 
a
n
d

F
r
i
e
n
d
s
h
i
p
 
O
r
i
e
n
t
a
t
i
o
n
s

.
M
a
l
e
s

N
o

I
n
v
o
l
v
e
-

m
e
n
t

(
N
=
8
5
)

V
o
t
e
 
i
n

A
t
t
e
n
d

R
e
f
e
r
-

O
n
e

e
n
d
u
m

M
e
e
t
i
n
g

(
N
=
5
7
)

(
N
=
6
0
)

6
.
2
4

6
.
8
2

7
.
0
2

F
 
=
 
1
.
9
7
6
,
 
p

N
S

B
o
t
h
e
r
e
d
 
h
y
 
I
n
a
b
i
l
i
t
y
 
t
o
 
F
i
n
d

C
o
n
g
e
n
i
a
l
 
I
n
d
i
v
i
d
u
a
l
s
 
o
r

G
r
o
u
p
s
 
i
n
 
C
o
l
l
e
g
e
 
(
g
e
a
n
s

o
n
 
4
-
p
o
i
n
t
 
s
c
a
l
e
,
 
l
=
"
a

g
r
e
a
t
 
d
e
a
l
"
)

B
o
t
h
e
r
e
d
 
b
y
 
L
o
n
e
l
i
n
e
s
s

i
n
 
C
o
l
l
e
g
e
 
(
M
e
a
n
s
 
o
n
 
4
-

p
o
i
n
t
 
s
c
a
l
e
,
 
1
-
"
a
 
g
r
e
a
t

d
e
a
l
"
)

D
i
s
a
p
p
o
i
n
t
e
d
 
i
n
 
R
e
l
a
t
i
o
n
-

s
h
i
p
(
s
)
 
i
n
 
C
o
l
l
e
g
e
 
(
g
e
a
n
s

o
n
 
1
0
-
p
o
i
n
t
 
s
c
a
l
e
,
 
1
0
=

h
i
g
h
 
d
i
s
a
p
p
o
i
n
t
m
e
n
t
)

3
.
4
6

3
.
3
7

3
.
4
8

F
 
=
 
2
.
2
8
6
,
 
p
 
=
 
N
S

2
.
9
1

2
.
8
8

3
.
1
0

=
 
:
.
9
2
2
,
 
p
 
=
 
N
S

3
.
1
7

3
.
5
3

3
.
4
5

F
 
=
 
3
.
5
6
4
,
 
p
 
=
 
.
0
5

H
i
g
h

I
n
v
o
l
v
e
-

m
e
n
t

(
N
=
7
5
)

F
e
m
a
l
e
s

N
o
I
n
v
o
l
v
e
-

m
e
n
t

(
N
=
8
0
)

V
o
t
e
 
i
n

A
t
t
e
n
d

R
e
f
e
r

:
:
:
:
;
T

N
t
t
i
n
g

(
N
=
8
3
)

(
N
=
5
9
)

6
.
5
1

7
.
2
0

7
.
9
4

7
.
5
7

F
 
=
 
2
.
5
8
0
,
 
p
 
=
 
N
S

3
.
1
3

3
.
5
2

3
.
3
1

3
.
5
1

F
 
=
 
4
.
0
6
0
,
 
p
 
=
 
.
0
1

2
.
7
0

2
.
8
4

2
.
5
2

2
.
7
0

F
 
=
 
3
.
1
2
6
,
 
p
 
=
 
.
0
5

4
.
2
8

4
.
4
0

4
.
5
1

5
.
1
9

F
 
=
 
3
.
7
6
5
,
 
p
 
=
 
.
0
5

H
i
g
h

I
n
v
o
l
v
e
-

m
e
n
t

(
N
=
4
7
)

7
.
5
9

2
.
9
8

2
.
3
4

5
.
7
2



F
r
e
q
u
e
n
c
y
 
o
f
 
D
a
t
i
n
g

(
M
e
a
n
s
 
o
n
 
6
-
p
o
i
n
t

s
c
a
l
e
,
 
6
=
h
i
g
h
)

S
s
t
i
s
f
a
c
t
i
o
n
w
i
t
h

D
a
t
i
n
g
 
s
n
d
 
S
o
c
i
a
l
 
L
i
f
e

i
n
 
C
o
l
l
e
g
e
 
(
M
e
a
n
s
 
o
n

4
-
p
o
i
n
t
 
s
c
a
l
e
,
 
l
=
v
e
r
y

s
a
t
i
s
f
i
e
d
)

T
A
B
L
E
 
I
I
I
-
2
3

R
e
l
a
t
i
o
n
s
h
i
p
 
B
e
t
w
e
e
n
 
S
t
u
d
e
n
t
 
A
c
t
i
v
i
s
m
 
a
n
d

D
a
t
i
n
g

M
a
l
e
s

N
o

I
n
v
o
l
v
e
-

m
e
n
t

(
N
1
8
5
)

V
b
t
e
 
i
n

A
t
t
e
n
d

H
i
g
h

R
e
f
e
r
-

O
n
e

I
n
v
o
l
v
e
-

e
n
d
u
m

M
e
e
t
i
n
i
i
 
m
e
n
t

(
N
=
5
7
)

(
N
=
6
0
)

(
N
=
7
5
)

3
.
6
0

3
.
7
5

F
 
=
 
0
.
2
4
0
,
 
p
 
=
 
N
S

2
.
2
4

2
.
0
7

F
 
=
 
2
.
2
8
7
,
 
p
 
=
 
N
S

3
.
8
4

3
.
6
9

1
.
8
6

2
.
2
2

F
e
m
a
l
e
s

N
o
I
n
v
o
l
v
e
-

m
e
n
t

(
N
=
8
0
)

V
o
t
e
 
i
n

A
t
t
e
n
d

H
i
g
h

R
e
f
e
r
-

O
n
e

I
n
v
o
l
v
e
-

e
n
d
u
m

M
e
e
t
i
n
g
,
 
m
e
n
t

(
N
=
8
3
)

(
N
=
5
9
)

(
N
=
4
7
)

3
.
8
9

4
.
0
8

F
 
=
 
1
.
2
4
4
,
 
p
 
=
 
N
S

2
.
0
3

2
.
1
1

F
 
=
 
0
.
9
9
4
,
 
p
 
=
 
N
S

4
.
3
7

4
.
2
6

1
.
8
6

1
.
9
6



T
A
B
L
E
 
1
1
1
-
2
4

R
e
l
a
t
i
o
n
s
h
i
p
 
B
e
t
w
e
e
n
 
S
t
u
d
e
n
t
 
A
c
t
i
v
i
s
m
 
a
n
d

E
x
t
r
a
c
u
r
r
i
c
u
l
a
r
 
I
n
v
o
l
v
e
m
e
n
t
s

E
x
t
r
a
c
u
r
r
i
c
u
l
a
r
 
A
c
t
i
v
i
t
y

(
g
e
a
n
s
 
o
n
 
4
-
p
o
i
n
t
 
s
c
a
l
e
,

M
a
l
e
s

F
e
m
a
l
e
s

N
o

V
o
t
e
 
i
n

I
n
v
o
l
v
e
-

R
e
f
e
r
-

m
e
n
t

e
n
d
u
m

A
t
t
e
n
d

O
n
e

M
e
e
t
i
n
K

H
i
g
h

I
n
v
o
l
v
e
-

m
e
n
t

N
o

V
o
t
e
 
i
n

I
n
v
o
l
v
e
-

R
e
f
e
r
-

m
e
n
t

e
n
d
u
m

A
t
t
e
n
d

M
t
t
i
n
g

H
i
g
h

I
n
V
v
e
-

m
e

4
=
h
i
g
h
)

1
.
6
5

1
.
6
4

1
.
9
0

2
.
1
6

1
.
3
0

1
.
5
4

1
.
4
5

1
.
7
0

(
N
=
8
5
)

(
N
=
5
6
)

(
N
=
6
0
)

(
N
=
7
5
)

(
N
=
8
0
)

(
N
=
8
4
)

(
N
=
5
8
)

(
N
=
4
6
)

F
 
=
 
4
.
2
6
0
,
 
p
 
=
 
.
0
1

F
 
=
 
2
.
7
0
8
,
 
p
 
=

.
0
5

N
u
m
b
e
r
 
o
f
 
C
a
m
p
u
s
 
G
r
o
u
p

M
e
m
b
e
r
s
h
i
p
s
 
(
g
e
a
n
s
 
o
n

7
-
p
o
i
n
t
 
s
c
a
l
e
,
 
7
=
7
 
o
r

m
o
r
e
)

2
.
1
3

2
.
4
9

2
.
4
3

2
.
8
2

2
.
2
7

3
.
0
1

2
.
9
6

3
.
3
9

(
N
=
7
6
)

(
N
=
5
3
)

(
N
=
5
6
)

(
N
=
7
3
)

(
N
=
7
0
)

(
N
=
8
0
)

(
N
=
5
5
)

(
N
=
4
1
)

F
 
=
 
1
.
9
8
3
,
 
p
 
=
 
N
S

F
 
=
 
3
.
8
1
3
,
 
p
 
=

.
0
5

P
r
o
p
o
r
t
i
o
n
 
W
h
o
 
F
e
e
l
 
F
i
r
s
t

G
r
o
u
p
 
W
a
s
 
V
e
r
y
 
I
m
p
o
r
t
a
n
t

5
8
%

(
N
=
6
0
)

5
9
%

6
3
%

5
2
%

(
N
=
4
6
)

(
N
=
4
6
)

(
N
=
6
3
)

C
h
i
2
=
 
1
.
2
9
7
,
 
d
f
 
=
 
3
,
 
p
 
=
 
N
S

P
r
o
p
o
t
t
i
o
n
 
W
h
o
 
F
e
e
l
 
S
e
c
o
n
d

G
r
o
u
p
 
W
a
s
 
V
e
r
y
 
I
m
p
o
r
t
a
n
t

2
7
7
.

4
1
%

3
6
7
.

2
5
7
.

(
N
=
3
4
)

(
N
=
3
2
)

(
N
=
2
8
)

(
N
=
4
4
)

5
2
%

6
2
%

4
8
%

6
7
%

(
N
=
5
0
)

(
N
=
6
6
)

(
N
=
4
2
)

(
N
=
3
0
)

C
h
i
2
=
 
3
.
8
6
6
,
 
d
f
 
=
 
3
,
 
p
 
=
 
N
S

2
2
%

(
N
=
2
7
)

3
2
7
.

1
9
7
.

3
5
%

(
N
=
3
8
)

(
N
=
2
1
)

(
N
=
1
7
)

C
h
i
2

=
 
2
.
7
3
4
,
 
d
f
 
=
 
3
,
 
p
 
=
 
N
S

C
h
i
2

=
 
1
.
9
7
4
,
 
d
f
 
=
 
3
,
 
p
 
=
 
N
S

(
c
o
n
t
i
n
u
e
d
 
o
n
 
n
e
x
t
 
p
a
g
e
)



N
u
m
b
e
r
 
A
m
o
n
g
 
F
i
v
e
 
B
e
s
t

F
r
i
e
n
d
s
 
W
h
o
 
A
r
e
 
M
e
m
b
e
r
s

o
f
 
F
i
r
s
t
 
G
r
o
u
p
 
(
M
e
a
n
s
)

T
A
B
L
E
 
1
1
1
-
2
4
 
(
c
o
n
e
d
)

R
e
l
a
t
i
o
n
s
h
i
p
 
B
e
t
w
e
e
n
 
S
t
u
d
e
n
t
 
A
c
t
i
v
i
s
m
 
a
n
d

E
x
t
r
a
c
u
r
r
i
c
u
l
a
r
 
I
n
v
o
l
v
e
m
e
n
t
s

M
a
l
e
s

m
e
n
t

O
e

V
o
t
e
 
i
n

I
n
v
o
l
v
e
-

R
e
f
e
r
-

n

e
n
d
u
m

N
o 2
.
1
8

1
.
8
4

(
N
=
5
6
)

(
N
=
4
5
)

F
e
m
a
l
e
s

H
i
g
h

N
o

V
o
t
e
 
i
n

A
t
t
e
n
d

H
i
g
h

I
n
v
o
l
v
e
-

I
n
v
o
l
v
e
-

R
e
f
e
r
-

O
n
e

I
n
v
o
l
v
e
-

m
e
n
t

m
e
n
t

e
n
d
u
m

M
e
e
t
i
n
g

m
e
n
t

2
.
1
3

1
.
7
9

1
.
4
0

2
.
1
7

(
N
=
4
5
)

(
N
=
6
1
)

(
N
=
4
7
)

(
N
=
6
5
)

1
.
5
5

1
.
3
5

(
N
=
4
0
)

(
N
=
2
9
)

iA
is

v;
N
u
m
b
e
r
 
A
m
o
n
g
 
F
i
v
e
 
B
e
s
t

F
 
=
 
0
.
8
4
6
,
 
p
 
=
 
N
S

F
 
=
 
3
.
2
0
6
,
 
p
 
=
 
.
0
5

F
r
i
e
n
d
s
 
W
h
o
 
A
r
e
M
e
m
b
e
r
s

1
.
1
1
,

o
f
 
S
e
c
o
n
d
 
G
r
o
u
p
 
(
M
e
a
n
s
)

1
.
0
6

0
.
9
1

0
.
9
3

1
.
0
5

0
.
6
5

1
.
0
8

0
.
2
4

0
.
6
5

C
X
C

(
N
=
3
3
)

(
N
=
3
3
)

(
N
=
2
7
)

(
N
=
4
2
)

(
N
=
2
6
)

(
N
=
3
9
)

(
N
=
2
1
)

(
N
=
1
7
)

C
O
:

F
 
=
 
0
.
1
2
2
,
 
p
 
=
 
N
S

F
 
=
 
3
.
1
1
6
,
 
p
 
=

.
0
5



opposite sex -- a hurt, rejection, loss" and "a disillusionment about

friendship or a friend.") While problems of finding congenial groups and

even problems of loneliness might stem from ideological rather than emo-

tional concerns -- that is from their feeling of being ideologically

deviant and isolated -- the questions on disappointments in relationships

seem to tap a more clearly emotional area, and an unusual sensitivity and

vulnerability in relationships. The findings may reflect, like the pre-'

viously noted findings on impulse expression (see Table 111-13 above), a

generally greater affectivity among political activists, and not necessarily

that personal and friendship relationships are a particularly problematic

area for them. At least political activism does not seem to represent the

overt expression of unusual problems in friendship relationships to the

extent that interest in the type of environment promised by the Residential

College seems to represent such an expression.9

Impersonality and Student Control

In the preceding chapter attitudes toward the Residential College

were related to two issues that symbolized much of the criticism of the

university, particularly the multiversity -- the issues of impersonality

and student control. The findings indicated that there was some concern

over both issues among students favoring the Residential College. These

students =le ofteit expressed some personal experiences of "feeling lost"

in the impersonal university (although students favoring and not favoring

the Residential College were not as strikingly different as one might have

expected in their general perceptions of the university on this issue).

Also, among the men students favoring the Residential College, there was

somewhat greater feeling that the issue of student control was an important

one and that students should have greater control within the University than

they have at the present time (though again there was little difference in

the perception of the conditions at the university relevant to this issue --

that is, students favoring and not favoring the Residential College were

similar in their perceptions of how much control students actually have,

differing only in their feelings about the significance of the issue and what

they felt should be done about it).

9One other difference between political activists and Students favoring

the Residential College might bn noted in the friendship area. In general,

students differing in activism like those differing in attitudes to the

Residential College, do not differ in the significance they give to friend-

ship generally and to the significance of the friendships they have formed

in their lives at the university (Table 111-22). However, one difference did

appear. Among men, political activists indicated much more readiness to turn

to friends with problems and to be influenced by them. This is understandable

given the fact that activism is a youth movement relying on a great deal of

mutual identification as youth and students, in confrontation with the insti-

tutions of an older generation. It should be recalled, however, that this

greater readiness to be influenced by students does not preclude a greater

readiness to also be influenced by other figures, since it will be recalled

that activists also indicated more readiness to be influenced by faculty

members, at least in the critical area of vocation and career.
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Turning to the political activist, instead of a moderate degree of

involvement on both issues we find in Tables 111-25 and 111-26 a sharp

differentiation between them. Political activists do not show any unusual

sensitivity to the issue of impersonality in the multiversity -- either

in their own experience, or in the criticism that the university does not

treat students as individuals, and neglects students' individual develop-

ment and growth. Only two of the relationships presented in Table 111-25

are statistically significant, end these are curvilinear in nature. Again,

as we saw in the findings on friendship relationships, and in the lack of any

special interest in personal relationships with faculty, the focus on more

intimate and personal relationships within the university community that is

so crucial to the students interested in the Residential College, has no

special relevance for the political activists.

A very different picture appears, as expected, in the findings on the

issue of student power and control. Here, all the relationships presented

in Table 111-26 are clear and striking. Activists not only feel the issue

is more important and that students should have more control within the

university. They have strikingly different perceptions of what the situa-

tion is; they see students as having much less power and participation in

decisions, and see the university as much more paternalistic and restrictive

than do the less politically active students.

These findings are not surprising since the issue of student power and

control is a basic aspect of the student activist protest, just as the issue

of impersonality is central to educational critics of the multiversity who

are advocating reforms like the Residential College. What is interesting

is that the educational critics, in order to institute reforms, do get

somewhat cancerned with the issues of power and control that are central to

the activists. In addition, these issues are clearly related to the concern

with the student's individuality and growth that are the central involvements

of the educational reformers. The political activists, however, do not

necessarily become concerned with the issues of impersonality and individual

development and growth. At least in this sample of students at this multi-

versity, political protest has remained more narrowly focused than has the

educational criticism. To the extent that this is generally true, it may

help explain why the political activist movement of the sixties has so far

had limited implications for basic education innovation and reform.

fummary

There is some positive relationship between involvement in student

activism and the educational criticism of the multiversity that is reflected

in a preference for the Residential College. But the relationship is not a

striking one. This is reflected in the comparative analysis of factors

ielated to the two forms of criticism. While there are some factors related

to both, others sharply differentiate the educational and political critics.

We may summarize these similarities and differences by referring back

to our summary of the preceding chapter where we noted that a preference

for the Residential College was fostered by both intellectual and personal-

developmental concerns. Political activism is similar to the educational



criticism in that it is an expression of the most intellectually involved,

committed and responsive students. But the personal and developmental

issues that are also central to the educational critics, particularly issues

around the itmersonality of relationships available in a multiversity, seem

to be largely irrelevant to the political activists.

The intelleiztual involvement of the student activists manifests itself

in the same set of relationships that we noted in the analysis of the pre-

ceding chapter. Activists have more general intellectual and cultural inter-

ests. Their goa'As for college are more often defined in terms of intellectual

excitement and ccploration, rather than a narrow vocationalism. They prefer

classes that foster student self-direction and initiative. Faculty have been

more important ani influential in their lives in college. They have been more

open and responsive to the educational experience, changing more in their

intellectual interasts during the four years in college.

But, with a few exceptions, none of the relationships reflecting the more

personal theme in the appeal of a Residential College were replicated in this

analysis of student activists. The activists give no evidence that they have

had greater problems in handling the interpersonal and social aspects of their

lives at the University. While involved in a very general sense in iden-

tity issues, they do not manifest the self-questioning and uncertainty about

some of their basic values and life directions that was expressed by students

favoring the Residential College. While involved with faculty their involve-

ment is not unusually personal; they do not have the special interest in more

personal relationships with faculty that seems to be a major component of

the educational critic's dissatisfaction with the multiversity. Perhaps

most important, they are not more critical than the nonactivists of the

impersonality of the multiversity. They do not, in short, focus on issues

that have been seen as particular problems in the multiversity. Their

criticism is more one of institutions of higher education generally, and

the role they play in society. They do not seem to be particularly tuned

in to the argument of most educational critics of our colleges and universi-

ties, that they are not enough concerned with a student's personal as well

as intellectual development.

We have made some brief comments during the course of these two chap-

ters on the implications these differences might have for the long-range

impact of the student protest of the 1960's, particularly the questions they

raise about the potential ixpact of political activism on reform of the

educational environment in the university. We will consider implications

more fully in the final chapter of this report.



CHAPTER IV

Some Further Explorations of Student Activism
1

This chapter presents some further more intensive analyses of factors

related to student activism. It differs from the analysis of Chapter III,

in that it focuses on the smaller numbers of radicals and committed activists.

Also, one of the analyses in this chapter is concerned with the predispositions

to radical commitment, and will therefore present relationships with the

entering freshman data. For these reasons, while most of the findings to be

discussed in this chapter are consistent with those of Chapter III, some dif-

ferences also will be noted.

One caution should be noted at the outset. Given the small number of

cases involved, and the exploratory nature of the analyses presented in this

chapter, the findings and discurions that follow are to be viewed as sug-

gestive rather than definitive.

Previous studies have compared activists with nonactivists or random

samples of the same student body (Flacks, 1967; Heist, 1965; Watts and

Whittaker, 1966; Keniston, 1968) and have discovered that activists differ

greatly from nonactivists in background, family structure, attitudes and

personality characteristics. Other studies have looked at the characteristics

of students with different attitudes toward activists, from sympathetic to

critical (Heist, 1966; Somers, 1965), or with radical versus conservative

group memberships (Schiff, 1964; Westby and Braungart, 1966).

In this chapter, we are interested in questions that are somewhat

different in focus. We will present two separate analyses. First, instead

of just comparing activists with a heterogeneous group of "nonactivist"

students, as most other studies have done, we are interested in looking at

differences among students who engage in different types of activity. In

this chapter we will present a comparison of three groups of students:

(1) students who joined a "New Left" radical group an the campus, (2) stu-

dents who joined a group with a moderate-left orientation, and (3) students

who did not become involved in any political group during their college

years. In these comparisons we will focus on two questions: (a) how did

these three groups of students differ at the time they entered college, and

(b) are there any ways in which male and female students show different kinds

- of predispositions to political involvement? Although many other studies

have examined predispositions, very few have been able to measure predisposi-

tions at a time prior to the student's political involvement. We are fortunate

in being able to follow students from the point of entering college, relating

their entrance characteristics to membership in political groups three years

later in their college careers. Four possible predisposing factors will be

examined: the student's political attitudes, broader value orientations,

self-evaluation of personality characteristics, and relationship with parents.

'The first set of analyses presented in this chapter, and much of the

discussion of their findings, are taken from a senior honors dissertation of

StevelZant (1967).
'For this reason, statistical significance will not be presented for the

tables in ehis chapter.
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Secondly, we want to compare students who share the same attitudes
toward issues which led to the student protest we described in Chapter
III but who differ in levels and types of activity,. If we really want
to understand the correlates and conditions for activity, it is extremely
important to separate the effects of different attitudes on the relevant
issues. Naturally, people who do not feel strongly about the issues or
who are not dissatisfied will be less likely to engage in protest activi-
ties. But, given similar attitudes, why do some people become active while
some do not? We know of no other study which has examined the predictors
of action, controlling for predisposing political attitudes. Our analysis
will focus on 151 students from our random sample of seniors who expressed
strong anti-administration attitudes along with high interest in the stu-
dent power issue. Our objective is to see whether the values, personality
characteristics, familial experiences, and social background factors that
distinguish between radicals, moderates, and nonpolitical students in our
first analysis will also distinguish between students who shared the same
attitudes about student power but differed in how actively they engaged in
protest themselves.

Involvement in "New Left" and "Moderate-Left" Political Groups

The Groups

Before proceeding to the results of our first analysis, a description
of the groups we selected to study,may be helpful. The moderate student
group had a nominal affiliation with a major political party but represented
the left-wing of the party, breaking with the party over foreign policy.
This group was not active as a party in campus politics, although individual
members played influential roles in campus politics. During the 1966 campus
protest this group played a leading role in a wide student coalition. Apart
from this one campuu issue, the moderate group was primarily involved in
influencing city politics, by registering local citizens to vote and through
canvassing activities connected with the local congressional election. In
sum, members of this group are concerned most with national and local poli-
tics instead of campus issues, and with working for social change through
established party politics rather than through third parties or direct action.

The radical student group was also affiliated with a national group, a
loosely-organized student radical organization. Local campus-based radical
groups receive little or no central direction from the national organization
and can -- indeed they generally do -- vary greatly from campus to campus.
This group was concerned with three areas of activity: the economic problems
of the student at the University of Michigan, opposition to the Viet Nam war,
and radical education. Members of this group backed a peace candidate in the
local elections but were generally more involved in protest than in electoral
politics. /n the 1966 campus protest, members from this group spoke for the
most militant forms of direct action. This group is not so far from the
moderate group in political attitude, but it is considerably different in the
tactics its members espouse. It favors more immediate, uncompromised forum
of action, eschewing more traditional channels of change.
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The Samples

In tha fall of 1966, questionnaires were administered to students in
four polittcal groups as part of the study of student organizations that is
described in Chapter VI. The moderate group and the radical "left" group
were included among the four. Those students within the two groups who had
entered college in either 1962 or 1963 and, therefore, took part In the
initial wave of data collection as freshmen, were included in our analysis
of predictors of political involvement. This provided 33 members of the
moderate group and 38 members of the radical group. The "control" group
is made up of all the remaining 19o2 and 1963 entrants in our sample who
were still in school in 1966 and who did not belong to these two "left"

political groups (a total of 745 students).

Political Interests, Style and Attitudes

In camparison with nonactivists, both groups of activists entered college
with a stronger interest in politics. Moreover, the two groups of activists
can also be differentiated from each other by the political style preferences

they held as entering freshmen.

Qugstions about political interest show a consistent pattern (see Table
Naderates and radicals report almost the same level of interest.

Both groups of activists have higher interest scores than the "controls" on
both questions about political interest. To put the activists' level of
interest in same perspective, it should be remembered that they are being
compared with a group who will probably graduate from college, the group in
American society which generally shows the highest level of political inter-
est. That the activists entered college with even stronger political inter-
ests than this typically high-interest group highlights their prior sociali-

zation to political involvement.

Another question shows that the male activists are somewhat more favor-
able than the nonactivists about "students showing increased interest in
political action" (see Table IV-1B). The difference, however, is mmall.

More important, the response to this question indicates a fairly broad
support of increased student political activity with over 70 percent of the
moderates, radicals and control students approving or strongly approving of
increased political activity among students. Thus, while the students wlho
subsequently became activists are characterized by a higher level of politi-
cal interest when they entered college, they could count on the approval,
and sometimes, as later events would prove, the cooperation of their fellow

students who also favored student political activity.

Despite their high level of political interest, most students who later
became activists did not anticipate participating in campus political groups.
When asked, as freshmen, what extracurricular activities they were thinking
of joining, only 20 to 30 percent of the students who subsequently became
activists mentioned a political activity. This means that their prior
socialization seems to have predisposed them to political interests and

3Although the findings in this first analysis come from the ques-
tionnaires given to the entering freshmen, most of the questions were
repeated in the senior questionnaire presented in Appendix B. The ques-

tion references in the tables are to the senior questionnaire.
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TABLE IV-I

Political InterestsLAttle_ITLAttitudes

A. Political Interest

Proportion who have a
"great deal" of interest
in national and world
affairs (Part I, Q.135)

Proportion who feel "more
informed than most" in
national and world affairs
(Part I, Q.136)

B. Attitudes Toward "Increased
Student Interest in Poli-
tical Action" Part I. Q.134)

Strongly approve
Approve

C. Attitudes Toward "Negro
Student Sit-ins"

Strongly approve
Approve

D. Political Style

Proportion who feel that
"participation as a citizen
in the affairs of my com-
munity" will be "very" or
"crucially important" in
their life (Part I, Q.57)

Proportion who feel that
"Involvememt in activities
directed toward national or
international betterment"

Radicals Moderates Rand om

Males Females Males Females Males Females

76% 54% 71% 50% 37% 18%

(25)* (13) (17) (16) (349) (396)

797 54% 71% 50% 45% 15%
(24) (13) (17) (18) (349) (396)

62% 54% 71% 56% 35% 38%
24% 23% 29% 22% 44% 41%

(25) (13) (17) (18) (349) (396)

76% 54% 35% 56% 19% 17%
20% 46% 41% 39% 35% 37%
(25) (13) (17) (18) (349) (396)

43% 237 70% 63% 42% 37%
(26) (13) (17) (19) (349) (396)

77% 5370 59% 67% 30% 28%

(26) (13) (17) (18) (349) (396)

will be "very" or "crucially"
important (Part I, Q.57)

E. Conservatism-Liberalism
(Means on five-point scales,
1 = conservative)

Domestic 4.13 3.88 3.97 3.73 2.89 3.13

(25) (13) (17) (18) (349) (396)
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TABLE IV-I (Cont)

Political Interests, Style and Attitudes

Radicals Moderates Random
Males Females Males Females Males Females

Civil Liberties 4.31 3.88 3.78 3.72 3,24 3.14
(25) (13) (17) (18) (349) (396)

Foreign Affairs 3.68 3.63 3.29 3.26 2.87 2.88
(25) (13) (17) (18) (349) (396)

*The numbers in parentheses in this and the following tables refer to the N's in
the groups.



concerns but not necessarily to firm activity commitments.

Stylistic differences between the radicals and moderates are reflected
in their freshman attitudes about Negro student sit-ins. At the time these
students were freshmen, the most publicized student political movement in
the country was the southern Negro student movement. While a majority of
the nonactivist students also approved of sit-ins, activists are more
strongly in favor than the control group, with the male radicals being
particularly favorable (Table IV-1C). The difference between the male
radicals and male moderates on this question is surprising, with the
male moderates showing somewhat less favorable attitudes than the female
moderates although still higher than the nonactivists. These responses
indicate that while the activists in general do not anticipate actual par-
ticipation in political groups, they are more positive than the control
group about certain student styles of participation. Moreover, the radi-
cals, and also the female moderates, came to college with very favorable
attitudes about the style of politics that would eventually characterize
the student movement.

Two other questions also point to the subsequent differences in poli-
tical style between radicals and moderates (see Table IV-1D). Moderates

rate as more important than either radicals or the control group the ideas

of "participating as a citizen in the affairs of my community" after gradu-
ating from college. Aild, contrary to other questions on political interest,
here is a question on which radicals and the control group do not differ.
On the other hand, in rating the importance of "involvement in activities
directed toward national or international betterment," radicals and moder-
ates do not differ from each other and 3re both high compared with the
controls.

Together these questions seem to suggest that there were stylistic
differences between radicals and moderates before they joined groups which
differed in political style. Just as the radicals were more oriented
toward sit-ins, they were oriented away from the more traditional kinds of
community participation. The reverse pattern characterized the moderates
as entering freshmen. The actual activities of the moderate group have to
do primarily with community politics and working for the election of local
politicians. In contrast, the activities of the radical group are primarily
directed toward ideology and education, on the one hand, and toward direct
action, on the other. Their approach is at once both more abstract and more
direct, which perhaps could have been anticipated by the attitudes the mem-
bers held even before their radical involvement.

When they entered college, radicals and moderates differed not only in
their preferences for political style but also in their political attitudes.
Scores on a liberal-conservative dimension were given to two questions about
domestic issues, four about civil liberties and two about foreign policy

(see Table IV-1E). The two domestic questions concerned attitudes toward
medicare and labor unions. The four civil liberties questions asked whether
Communists should be allowed to teach in a college or university, whether a
committee should investigate faculty political beliefs, whether the govern-
ment should refuse a passport to a socialist, and whether the student approved
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or disapproved of Congressional investigations of "Un-American Activities."
The two foreign policy questions focused on attitudes about the test ban
treaty and U.S. relations with Castro's government in Cuba. An index sum-
ming across the questions in each of hese three areas ranges from one to
five, with liberal responses represented by higher scores.

,

The relationship between these measures of liberal-conservative
attitudes and subsequent political involvement is clear and consistent,
with the male radicals taking the most."liberal" stand on all three
types of issues, followed by the moderar s and then by the random
sample. It is, however, particularly Lae male radicals who stand out.
The female radicals looked much like moderates when they entered col-
lege. The one question on which the female radicals do stand apart
from moderates has to do with military action in foreign policy. Given
this sensitivity to military action while being less liberal than the
male radicals about domestic and civil liberties issues, it is possible
that the growing American involvement in Viet Nam was an especially
crucial factor in activating the females for radical politics. The male
radicals appear to have been predisposed to radical involvement by their
attitudes on a wider range of issues, while the female radicals must
have undergone more political socialization after coming to college
for their radical perspective to be extended byond foreign policy questions.

In summary, these data indicate that while moderates and radicals
have high levels of political interest before becoming active in politi-
cal groups, they differ in their preferences for style of activism and
in positions they take on douestic, civil liberties and foreign policy
issues. Even as entering freshmen, these students seem to be two differ-
ent groups politically. Radical-moderate differences regarding specific
political questions are less marked, however, among females than among
males. These data support generalizations from earlier studies of political
socialization that basic political attitudes are formed before the college?
years. As entering freshmen, radicals, moderates and nonactivists shawed
very different political orientations.

Value Orientations

Many investigators of activism have noted certain value themes as
characteristic of the student movement. As Flacks (1967) puts it, these
themes are:

Romanticism: There is a strong stress among many movement partici-
pants on quest for self-expression, often articulated in terms of
leading a "free" life - i.e., not bound by conventional restraints
on feeling, experience, couumnication, expression. This is often
coupled with aesthetic interest and a strong rejection of scientific
and other highly rational pursuits .

Anti-authoritarianism: A strong antipathy toward arbitrary rule,
centralized decision making, "manipulation". . . .

Egalitarianism populism: A belief that all men are capable of politi-
cal participation, that political power should be widely dispersed, that
the locus of value in society lies with the people and not elites . . . .
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Anti-dogmetism: A strong reaction against doctrinarie ideological
interpretations of events. Many of the students are quite restless
when presented with formulated models of the social order and spe-
cific programs for social change . . . .

Moral purity: A strong antipathy to self-interested behavior, par-
ticularly when overlaid by claims of disinterestedness. A major
criticism of the society is that it is "hypocritical" . . . and

that the older generation has "sold out" . . . .

Community: A strong emphasis on a desire for "human" relationships,
for a full expression of emotions, for the breaking down of inter-
personal barriers and the refusal to accept conventional norms con-
cerning interpersonal contact (e.g., norms respecting sex, status,
race, age, etc )

Anti-institutionalism: A strong distrust of involvement with con-
ventional institutional roles . . . expressed in the almost univer-
sal desire amang the highly involved to avoid institutionalized
careers . . . . Few student activists look toward careers in the
professions, the sciences, industry, or politics. Many . . .

expect to work full time in the "movement" or, alternatively, to
become free-lance writers, artists, intellectuals. A high pro-
portion are oriented toward academic careers . . . .(Flacks, p. 58).

Follawing previous studies, we also expected radicals to be less
inclined than either the moderates or nonactivists to use their college
experience to prepare for a career and instead to be concerned with "self-
fulfilling" pursuits. Several questions on the entrance questionnaire
help us define these value-predispositions.

Students were asked to rate the importance of career goals as well
as questions about specific career choices. They were also asked about
the relative importance of other interests. No differences between the
two groups of activists or between activists and the cantrol group appear
wtenlespondents were asked to indicate the importance to them of "develop-
ing a deep, perhaps professional grasp of a specific field of study in
college." However, when they rated the importance of "thinking through
what kind of occupation and career I want," a striking difference appears.
Only 58 percent of the male radicals, compared to over 80 percent of every
other group, including the female radicals, rated this career goal as
having high importance (see Table IV-ZA). We see this difference again
when respondents were asked to rate how important career and occupation
would probably be in their lives after college. Male radicals expected
career and occupation to be much less important than did the other males.

Together these responses show that the male radicals, while oriented
toward academic pursuits ("a specific field of study"), are not as strongly
career-oriented as other students. Most other studies have indicated that
radicals value academic and scholarly activities very much and also perform
in college unusually well. But they do not value using college as a place

-187-

.!io 203.), ,



TABLE IV-2

Value Orientations

Radicals Moderates
A. Occupational Values Males Females Males Females Males Females

Proportion who attach
"great importance" to
"thinking through . . . 58% 85% 82% 84% 89% 807

occupation and career . (26) (13) (17) (19) (349) (396)

" as a college goal
(Part I, Q.47)

Proportion who feel that
IIcareer or occupation" 27% 87. 597 6% 407 97

will be "crucially impor- (26) (12) (17) (18) (349) (396)

tant" in their life
(Part I, Q.57)

Proportion who would
rather be "famous for my 207 0% 41% 117 27% 157

work" (Part I, Q.108) (25) (12) (17) (18) (349) (396)

B. Intellectual and Creattvity
Values

Proportion who feel that
"the world of ideas, the
intellectual life" will be 367 50% 35% 16% 157 177

"crucially important" in (26) (12) (17) (19) (349) (396)

their life (Part I, Q.57)

Proportion who would rather
be "a creative person, 407 67% 41% 50% 247 377.

richly gifted . ." (25) (12) (17) (18) (349) (396)

(Part I, Q.108)

C. Romanticism

Self=rating on
Practical (1) - Dreamer (7) 3.73 3.85 2.82 3.11 3.12 3.01

(Mean scores) (Part I, (26) (13) (17) (19) (349) (396)

Q.105)

-188-

2C4



for career preparation. Further evidence on this point comes from the
types of majors the radicals, moderates and nonactivist males were con-
sidering as freshmen. The male moderates were more disposed than the
radicals to the professions. They mentioned preprofessional programs as
their anticipated academic majors 41 percent of the time, as compared to
21 percent for the male radicals. Moreover, 50 percent of the male
moderates but only 26 percent of the radicals mentioned professions as
their eventual career choices. In contrast, the male radicals seem more
interested in intellectual activities for their own sake. Although the
difference is not sizable, more radicals (24 percent) than moderates
(9 percent) gave pure science and mathematics as their academic majors.
And, 20 percent of the male radicals, compared to 5 percent of the moder-
ates, were considering "intellectual" careers in these fields. The dif-

ference considering "intellectual" careers in humanities and social
sciences is about the same, 20 percent of the radicals but 5 percent of
the moderates. A response was scored as "intellectual" when a career in
college teaching or advanced work in an academic subject was indicated.
If these two "intellectual" categories are combined, the male radicals
show a much stronger academic and intelleátual orientation. While one
out of every two male moderates is considering a professional career,
almost one out of two male radicals is considering a career in academics.

In previous studies, radicals have been shown to come from families
where the parents are in professional occupations. In this study, as well,
more male radicals have fathers who hold some advanced or professional
degree. Almost one out of every two radicals has a father with an
advanced degree. Equally interesting is the large number of mothers of
male radicals who have advanced degrees (23%, compared to none for the
moderates). On the other hand, the parents of the male moderates, in
camparison to all other groups, have the lowest mean educational level,
and fewer of their fathers (19 percent) hold advanced or professional
degrees.

This difference between the parents of radical and moderate males
does not hold among the females, however. The parents of female moder-
ates are as well educated as those of radicals. These three groups --
male radicals, female radicals, and female moderates -- all come from
families with higher professional status and greater education, and par-
ticularly from families where the mothers are better educated.

Although male radicals come from predominantly professional homes,
with both parents highly educated, they seem to move wday from the pro-
fessions in their awn occupational choices. Flacks has suggested that
this kind of family may stress personal expression rather than achieve-
ment or material advancement. On the other hand, if male moderates are
able to carry out their occupational objectives, they will be upwardly
mobile, achieving considerably more occupational status than their
parents. Another study at Harvard College has suggested that individuals
in another mmderate group were using their group affiliation instrumentally
to further a planned career in the professions (Schneider, unpublished).
This may be tfue also for our group of male moderates at the University of
Michigan.



The female radicals do not differ from moderates or the control group
with respect to any of these occupational questions, but on the question
asking them td-ate the importance of "thinking through what kind of occu-
pation and carefir I want ," they are more concerned than the male radicals.
This may have something to do with sex differences in the meaning of a
career. For a young man, a career may mean a secure position in the upper-
middle class rather than providing a way to achieve self-expression. For
a female, however, a career may be a very important form of self-expression,
running counter to societal expectations of the woman's role. Therefore,
female radicals may be less traditional than other girls in the .2./N. they
think about career (even though the importance of the career decision is
stressed equally by all three groups of women). In fact, the way they think
about career may be a way of expressing noninstitutional values. Responses
to two other questions suggest that this may be true. Female radicals seem
to be much more involved in intellectual pursuit and somewhat more involved
in creative activity (see Table IV-2B). This perhaps helps explain the
fact that male radicals stand apart from moderates by placing less emphasis
on career per se, while female radicals stand apart from moderates not in
their degree of commitment but in the type of values they want to pursue in
their lives as a whole. For a woman, intellectual cammitments can be
expressed through a career or through other non-familial activities. But
for a male with highly intellectual commitments, deviation from the conven-
tional expectations occurs precisely away from the occupational arena: the
problem then becomes one of finding work that allows the expression of
intellectual and personal values.

These questions about intellectual and creative work also reflect again
the difference between the male radicals and moderates' orientations toward
work. In responding to a question, "If you let yourself go and really dream,
which of the following (seven possible outcomes) would you rather be?", 41
percent of the male moderates but only 20 percent of the male radicals would
like to be famous for their work (see Table IV-2A).

The romanticism Flacks comments upon is expressed when respondents were
asked to rate themselves on a continuum with "practical" at one pole and "a
dreamer" at the other (see Table IV-20. Both the male and female radicals
rate themselves more toward the dreamer end than do other students. This
also seems to follow the stress radicals place upon intellectual and creative
activity. In contrast, the male moderates' strong orientation toward career
and their more pragmatic political ideology seems also reflected in thinking
of themselves as more practical people.

In summary, the values students expressed as entering freshmen support
the expected differences between radicals and moderates regarding intellectual
commitments, romanticism, and involvement in noninstitutional roles. Among
males, we see this difference primarily in the way moderates and radicals
express intellectual values. The moderates are more likely to use their
intellectual interests and abilities in pursuing a career while the radicals
appear to be pursuing intellectuality and creativity for their own sake.
Among females, both the radicals and moderates stress the importance of
career but radical girls place much greater emphasis on intellectuality.
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Self-Evaluations as Freshmen

A number of entrance questions asked for students' self-descriptions
and about areas of personal concern to the students. From these questions
it can be determined whether there is a common personality disposition or
a common set of problems for any of these groups. Flacks and Keniston have
suggested that radicals are highly introspective, more so than the average
college student, and are more concerned with the meaning of their actions
and the process of growing up. They should be more aware than others of the
psychological problems that have come to be known as identity issues in the
transition period between adolescence and adulthood.

Students were asked if they sometimes felt they did not want to grow up.
We expected this question to differentiate the radicals from other students,
given their presumed greater distrust of "anyone older than thirty." However,
the radicals are not more concerned about this than other groups. If any-
thing, it is the female moderates who stand out as not being so sure about
growing up (see Table IV-3). Therefore, based on responses to this question,
radicals do not seem to be clinging to a romantic idealization of childhood
but appear to be experiencing the same transition into adulthood as others.

Other questions have to do with what Erikson calls the "development of
intimacy" as a step in the formation of an adult identity. This includes
both heterosexual and like-sexed interpersonal relationships. One of these
questions asks about "social sensitivity" (see Table IV-3). Although the
female radicals and moderates do not differ, the male radicals (and the
control group, as well) are more concerned about their sensitivity and feel-
ing that they get hurt too easily in interpersonal situations. It is perhaps
fairer to say that moderates are just less concerned about this than others.
Students were also asked to rate themselves on a dimension of "being social"
and "being solitary." Both the male radicals and moderates think of them-
selves as more solitary than the nonactivists. The striking thing about
these data, however, is how much more solitary than other girls the female
radicals consider themselves to be (see Table IV-3). Girls in general think
of themselves as more social than males, but the female radicals depart not
only from other girls but consider themselves even more solitary than any of
the male groups. This may reflect somewhat less comfort about themselves
in interpersonal relationships.

Greater awareness of these normal developmental problems in late adoles-
cence is also characteristic of radicals, at least female radicals, when we
look at responses to questions about general self-confidence. They report
themselves to be more anxious and as having lower self-esteem than any other
group (see Table IV-3). The male radicals also feel themselves to be some-
what more anxious.

A pattern seems to emerge from these results which has meaning especially
for female radicals and male moderates. The girls who subsequently go into
radical activity are less confident and more anxious about themselves and
consider themselves to be atypically solitary, particularly so for females.
This fits, perhaps, with their value concerns that are also somewhat atypical
for girls. This does not mean that they are attracted to radicalism because
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TABLE IV-3

Self-Evaluations

Radicals Moderates Random

Proportion who express any

Males Females Males Females Males Females

concern that they "don't want 27% 23% 12% 53% 34% 40%
to grow up" (Part I, Q.111s) (26) (13) (17) (19) (349) (396)

Proportion who express some
concern about "social sensi- 27% 46% 6% 37% 24% 38%
tivity," that they "get hurt
too easily" (Part I, Q.111q)

(26) (13) (17) (19) (349) (396)

Self-rating on Social (1) -
Solitary (7) (Mean scores) 3.42 3.85 3.53 2.68 3.00 2.97
(Part I, Q.105) (26) (13) (17) (19) (349) (396)

Self-Rating on Anxious (1) -
Confident (7) (Part I, Q105) 4.23 3.00 4.76 4.21 4.45 4.12
(Mean. Scores) (26) (13) (17) (19) (349) (396)

i

Self-Rating on General Self-
Esteem High (1) - Low (7) 2.31 3.54 2.40 2.41 2.41 2.54
(Mean Scores) (26) (13) (15) (17) (349) (396)
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of these personal concerns but it is possible that radical activity is one

way of working through the more difficult identity issues that girls, par-

ticularly intellectually able girls, face since societal expectations for

women mean that the resolution of intimacy through marriage is necessarily

somewhat in conflict with the resolution of achievement strivings through

a career.

The male radicals do mot seam to have a particular pattern of concerns

as clearly as the female radicals do. Instead, it is the moderates among

the male students who stand out. As compared to radicals or the non-activist

group, they are very sure of themselves, very much in control of where they

are heading, and the least concerned with problems of identity and direction.

Their apparent self-assuredness is congruent with their less emotional and

more pragmatic political style.

Family Experiences

Other studies have shown that student radicals are generally not rebel-

ling against their parents but, rather, are extending the values of the

family through their radical politics. They tend to come from professional

and liberal families who hold humanistic values, which the young radicals

have taken to heart; they are said to be searching for ways of living more

consistent with these values than they consider their parents' lives to be.

A number of questions we asked of entering freshmen are relevant to these

kinds of familial antecedents to radicalism.

One question had to do with disagreement with parents on political

issues before coming to college. Consistent with prior studies, we see

no differences in amount of disagreement with either mother or father as

reported by radicals, moderates, or the control group (see Table IV-4).

A second question in this table probed the congruence of the student's and

his parents' attitudes taward race relations. Moderate females feel their

parents' position is very congruent with theirs. More disagreement was

reported by the other groups of respondents but this does not differ by the

kind of political involvement they have after coming to college. Since

radicals held very favorable attitudes toward Negro student sit-ins, it is

significant that one out of two radicals feel that their parents' attitudes

taward race relations are similar to theirs. Moreover, although almost

one out of two radicals feels that his parents' attitudes are more conserva-

tive than his, this appears to be the feeling of all students, except

female moderates. Thus, the radicals come from liberal families and do not

feel that their own attitudes toward race relations are very different from

their parents' attitudes, or at least no mmre so than other students.

Further data on students' and their parents' political preferences

can be found in Table IV-5 wIlich shows party preferences. Male moderates

alone ammng the activist students do not come from strongly Democratic

backgrounds, and their parents are more apt to consider themselves

Independents rather than Republicans.

In the breakdown of students' party vis-a-vis parents' party, we see

that moderates identify with their parents' party when both parents are



TABLE IV-4

Agreement-Disagreement With Parents on Political Issues

Agreement-Disagreement on Rad icals
Political Beliefs (Part III, Males Females
Q.25)

Disagreement with Father

A good deal 12% 15%
Some 20% 15%

(25) (13)

Disij.Freement with Mother

A good deal 13% 07
Some 257 31%

(24) (13)

Proportion who feel parents'
position on race relations is 38% 54%
IImore conservative than mine" (24) (13)

-194-

Moderates Random
Males Females Males Females

6% 0% 770 7%

29% 11% 247 21%
(17) (18) (349) (396)

6% 07 5% 3%

12% 11% 267 17%
(17) (19) (349) (396)

56% 12% 337 40%
(16) (17) (349) (396)
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TABLE IV-5

Parents' and Respondent's Party

Male Moderates (N=17)

Respondent's Party as Entering Freshuan

Parents'
Party
RR 13%

Republican Independent Democratic Radical Other

= 100%6%

6%

29%

6%

58% 0 6%

RI 6 6%

II 17 17%

ID 17 17%
DD 35 35%
RD 6 6%

Other 6 67.

Total 100%

% Agreement with homogeneous parents = 91%
% Heterogeneous families = 29%
% Agreement with DD parents = 100%

Female Moderates (N=16)

Respondent's Party as Entering Freshman

Republican Independent Democratic Radical Other

0 13% 81% 0 6% = 100%

Parents'
Party
RR 13% 6%

RI 6 6%

II 6 6%
ID 0

DD 70 70%
RD 0

Other 6
100%

% Agreement with homogeneous parents = 79%
% Heterogeneous families = 6%
% Agreement with DD parents = 100%



Parents' and Res ondent's Part (Cont)

Male Radicals (N=29)

Respondent's Party as Entering Freshman

Parents'
Party

RR ..7%

Republican Independent Democratic Radical Other

3% 23%

3°A,

56%

3%

16% --, 100%

RI 7 3%

II 7 370 3%

ID 3 3%

DD 66 37. 14% 38% 10%

DR 3 37.
Other 7 3/0 3%

100%

% Agreement with homogeneous parents = 52%
% Heterogeneous families = 14%
% Agreement with DD parents = 58%

Female Radicals (N=13)

Respondent's Party as Entering Freshman

Parents'

Party
RR 15%

Republican Democratic Radical Other
= 100%15%

15%

Independent
54% 23% 8%

RI 8 8%

II 15 15%

ID 0
DD 62 31% 23% .8%

DR 0 .1Mma

Other 0
100%

% Agreement with homogeneous parents = 58%
% Heterogeneous families = 8%
% Agreement with DD parents 38%
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Democratic (100% agreement). On the whole, moderates show little deviation
fram their parents' party. Among radicals, however, there is a movement
away from parents party preference. Male radicals whose parents are both
Democrats only identify with the Democratic party in fifty-eight percent of
the cases. Among the female radicals, the figure is a very low thirty-
eight percent. Also, radicals in general have broken with parents' party
more than moderates, as shown by the percent agreement with homogeneous

DD, II) parents. Although they did not report disagreements with
parents over politics, radicals are moving away from their parents' party
preferences.

Most studies show that party identification develops early in life
and for most people certainly before coming to college. We see this with
students here too. For instance, only one moderate reports a preference
for the Republican Party by the time of entering college. Also, the
radicals even before coming to college were moving psychologically outside
the Democratic party in fairly high numbers, despite the fact that the
concrete alternative of a national radical movement was not available to
them at that time. Thus, both the moderates, in moving taward the Demo-
'cratic Party, and the radicals, in moving away from the Democratic Party,
had already anticipated their later identifications even before getting
involved in campus political groups. While a few radicals (16% of the
males, 8% of the females) do report a preference for the radical and
socialist parties of the old left, there is no mention of any New Left
organization at the time they entered college. Rather, affiliation with
the New Left must have occurred as they discovered the presence of the
organization on the campus and felt it expressed their dissatisfaction
with the Democratic Party.

Possible conflict with parents was also explored for seven other
areas: general values, religious beliefs, vocational plans, people dated,
choice of friends, goals of a college education, interest and taste in
books, music and art. Among the males, the two groups of activists do not
differ from each other or from the control group in any of these areas
except for vocational plans. There we find that radical males report less
disagreement with their mothers than do other students and about the same
amount of disagreement Nrith their fathers. Interestingly, the pl,fessiona4r
oriented moderate males indicate the most disagreement with their parents,
especially with their mothers (see Table IV-6). The response to this ques-
tion indicates several possible things. On the one hand, the radicals may
be encouraged to do what they want, rather than conforming to parents'
desires. On the other hand, the small amount of disagreement with their
mothers may indicate a strong identification with "feminine" values, such
as creative and expressive values instead of a strong career orientation.
We have seen that the radicals' mothers are unusually highly educated. This

may be a factor in giving them more influence and authority in the family,
especially in the area of occupational choice and life goals. The male
radicals are, in fact, turning away from their fathers' professional occu-
pations. But whether these differences in career orientations are due to
greater permissiveness, or to a strong identification with th-2 mothers'
values, or to an initial diffeKence in the values learned in the family,
it does remain that radicals are strongly oriented toward personal and
intellectual goals rather than career achievement, and feel no disagreement
with parents over this.

Pfb
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TABLE IV-6

Agreement7Disagreement With Parents
on Vocational Plans and Religious Beliefs

ABEtastaLIDttagreement on Radicals Moderates Random

Vocational Plans (Part III, Males Females Males Females Males Females

Q.25)

IMagreement with Father

A good deal 0% 8%

Sone 15 0

(26) (12)

Disagreement with MOther

A good deal 0% 0%

Some 8 0

(25) (12)

Agreement-Disagreement on
Religious Beliefs (Part III,
Q.25)

Disagreement with Father

A good deal 8% 23%
Some 28 69

(25) (13)

Disagreement with MOther

A good deal 13% 23%
Sone 33 62

(24) (13)
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6% 0% 3% 470

18

(17)

6%

17

(18)

5%

13

(349)

2%

14

(396)

4%

29 11 11 17

(17) (19) (349) (396)

67 11% 9% 1%

24 11 21 20

(17) (18) (349) (396)

12% 0% 11% 12%

24 26 22 19

(17) (19) (349) (396)
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For female radicals, religious beliefs is an area of strong disagree-
ment with parents (see Table IV-6). Almost all of them report at least
some disagreement, while almost one-quarter experience a good deal of

disagreement with both parents. This is in contrast to the small amount
of disagreement other groups experience, including male radicals. It may

be that religious activities and beliefs are stressed by society more for

the female role. Both male and female radicals may be moving away from
their parents' beliefs, as they are moving away from their political party

preferences. But, if that is the case, only the female radical experiences
stress in searching for new religious beliefs. If religious beliefs and
activities are peripheral to the male rcles, a male would have more range

in religious beliefs. It is also possible that male radicals, as a group,

came from less religious families, ond are just carrying out their parents'

beliefs. It is impossible from the data to determine what kind of movement
is taking place -- whether parents of radicals find religion important or

not, whether female radicals are moving away from religions altogether, or

are just re-interpreting religious beliefs, and whether male radicals have

become less religious or have come fram less religious backgrounds. One can,

however, describe the radicals as a group that emphasizes traditional religious
values less than others, and, for the female radicals as a group, experiencing
conflict with dheir parents over those values.

In summary, this set of analyses replicates the kinds of results we have
seen in other studies regarding value similarity of activists and their par-

ents. The radicals do not feel they disagree, more than other students, with
their parents about political beliefs, race relations, or their vocational

plans. Moreover, their more frequent departure fram their parents' political
parties is consistent with previous suggestions that what they are doing is
extending rather than rebelling against the parents' ideologies. It is only

the female radicals who have any value disagreement with their parents and

that concerns their religious beliefs. (At least this is true of them as

entering freshmen. We will see more evidence of disagreement with parents
in the second analysis to be reported in this chapter.)

Other questions take up the respondent's relationship to the parents
before caming to college. One has to do with how close the student felt to

his parents as he was growing up. Both the male and female radicals reported
feeling less close than moderates or the control group (see Table IV-7). This

finding is contrary to Flacks' data showing strong, emotional ties within the
families of radicals. The second question presented in Table IV-7 asked how

well the respondent thought he or she was understood by parents. Here, the

female radicals stand out from all other groups in feeling less understood,

especially by their fathers.

Flacks' attempt to link the radical's emphasis on community and non-
functional relationships to a warm, permissive, encouraging family life is

somewhat questioned by these results. Radical males do not seem to be

different fram others in the strengths they report from their pre-college

family interactions. It is possible, however, that while male radicals
respond to the questian concerning closeness in the family in a way that

is contrary to Flacks' hypothesis, they may nevertheless come from homes

that are similar to those Flacks describes. They do seem to hold self-

expressing values, as well as liberal, political values, and they do not
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TABLE IV-7

Emotional Relationship With Parents

Feelings of closeness to

Radicals Moderates Random
Males Females Males Females Males Females

parents when growing up 2.38 2.50 2.07 2.13 2.14 2.21
(Part III, Q.24) (Means on
four-point scale, 1 =
extremely close)

(24) (13) (17) (19) (349) (396)

Feelings of parents' under-
standing (Part III, Q.23)
(Means on four-point scale,
1 = very well)

Father' s understanding 1.92 2.42 2.06 1.78 1.88 1.87
Mother' s understanding 1.92 2.17 1.82 1.74 1.86 1.71

(24) (13) (17) (19) (349) (396)



report any major disagreements with their parents over those values. It is
not clear, however, whether the emotional climate of the radicals' homes is
more permissive or warmer than others. Among the females, on the other hand,
the hypothesized relationships of radicals within their families are not as
well supported. The female radicals clearly seem to be in greater, not less,
conflict with their parents. They have greater conflict over religion; they
feel less well understood by their parents; and they report having been less
close to both their parents as they were growing up.

Summary

To highlight the experiences and backgrounds that are common to activists,
as well as to differentiate among activists according to how radical they are,
we must treat sex as a major variable. Female radicals have had different
experiences fram male radicals, just as female moderates had had different
experiences frommale moderates. The female radicals have experienced family
conflict which the male radicals seem not to have had; they also have personal,
identity concerns which are different from the male radicals. They have
unusually strong intellectual values while, at the same time, are the least
self-confident and most anxious students of any group we have studied. More-
over, the strong rejection of institutional roles, particularly professional
career roles, is really a male, not a female, process among radicals. Simi-
larly, while the male moderates seem to be somewhat upwardly mobile, have the
same kinds of relationships with their parents as the control group, and
portray a very confident personality, the female moderates already come from
upper-middle class families, have closer agreement with family values of any
group and appear very close to the control group in personal, identity con-
cerns rather than showing the unusual confidence of the male moderates. It

is crucial, therefore, to-control for sex in trying to interpret the meaning
that an individual gives to political acts and to the decision to participate
in political groups.

Nevertheless, certain characteristics of entering freshmen, regardless
of sex, do differentiate both groups of activists from the random sample as
well as from each other. As freshmen, the students who subsequently par-
ticipated in bofh the activist groups were more interested than the con-
trols in political issues; they were both also more liberal regarding
domestic, civil liberties, and foreign policy issues. Moreover, they
entered college with stronger intellectual commitments.

In addition to these characteristics which both groups of activists
hold in common, in contrast to the controls, there axe also certain themes
which unite the radicals as a group and differentiate them from the moderates.
Although no more interested than the moderates in political issues, they
came to college already predisposed to a different political style, one
involving direct action strategies instead of conventional electoral politics.
They were also more liberal than the moderates in their political attitudes.
They,have in common a certain political idealism and a self-definition as unus-
ually intellectual and creative people. The radical females alone seem to be
going through an especially strong period of personal questioning, which is
probably related"to ténaibfis in their families. Nonetheless, there is a value
constellation of political and self-expressive values which are shared by
students, regardleas *of sex, who became radicals.
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Very little unites both the male and female moderates. It is really
the male moderates who stand out as distinctive from other students. They
are traditionalists in political style and strongly committed to traditional
institutional career roles. They think of themselves as unusually self-
confident and self-assured. Moreover, they come from families with less
education than any other group, which also means that their educational
and occupational aspirations arise from a stroager objective push for
generational nobility.

It is not clear that the family structures and parental relationships
that Flacks has suggested are characteristic of activist students hold in
this study. The male radicals' family experiences seem to be very similar
to both the mmderate and non-activist males. The female radicals express
somewhat greater, not less, conflict with their parents, as well as report-
ing they have been less, not more, close to their parents. With the
exception of the female radicals, we do not find many differences in the
family socialization of these three groups of students, despite the fact
that they enter college with different attitudes, value orientations, and
expressive styles which we assume stem from experiences within the family.

Predictors of Activism, Controlling for
Positive Attitudes Toward Student Protest

As described in Chapter III, a student rebellion broke out at the
University of Michigan in the fall of 1966, the senior year of the 1963
cohort inolved in this study. The last phase of our data collection took
place only shortly after this series of events so that we were able to
include questions about student attitudes and participation in this campus
protest. The question that interests us in this chapter is whether the
factors that explain membership in "activist" political groups will also
distinguish between students who share the same positive attitudes about
student power but differ in how actively they engaged in protest themselves

The Criterion Groups

We added a series of questions in thet senior instruments which aimed
at understanding participation and interest in these events; perception
and evaluation of the different actors; feelings about the issues of
student power; sources of information about the events; and self-reported
effects of participation. From these questions we used two variables to
select students: attitude toward the administration and student power, and
participation in the fall events. We wtre concerned with getting clear types,
and thus decided not to include students whose attitudes toward the admin-
istration or whose interest in the issue of student power were ambivalent or
weak.

From a total senior sample of 640, we ended with a subsample of 151
students, all of whom had strong anti-administration attitudes and high
interest in the student power issue. These anti-administration students
were then divided into three activity levels: .(1) the nonactivists, those
who did not participate in any activities connected with the protest or
whose only activity was voting in the draft and ranking referendum (N=41);
(2) the moderates, those engaged in moderate activities such as attending
a teach-in or campus rally on the issues (N=57); (3) the activists, those
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who engaged in direct action activities such as the sit-in in the adminis-
tration building (N=53).

The Activists Among the Student Power Advocates

Those attitudes and experiences that distinguish students who joined
activist groups on the canpus from those who did not, also differentiate
which of the student power advocates actually engaged actively in protest
themselves. Most of the predictors of activism are still important even
when we control for student attitudes about protest. Generally, however,
it is the very involved students who stand out from both the moderates and
nonactivists. In our prior analyses in this chapter, the students who joined
a moderate-left group resembled those in the more radical-left group more
than the politically uninvolved students. But, when we are interested in
factors that predict activism among students who share similar attitudes
toward the issues being protested, the moderates look much more like the
nonactivists than they do like the actively involved students.

As in the previous analyses, the activists stand out from the less
involved students in their political orientations. They have stronger
political interests, a less traditional political style, and more "liberal"
attitudes regarding domestic, foreign policy, and civil liberties issues
(see Table IV-8 and IV-9). The activists, significantly more than the
other twv groups, report having strong interest in national and international
affairs, consider themselves beter informed than other students, and report
having discussed national and world affairs with friends and acquaintances
more often. The activists are also less likely to place importance on
"participating in the affairs of my community," a kind of conventional
citizen involvement, and more likely to favor direct action strategies.
Finally, on every question we asked which could be placed on a conservative-
liberal dimension, the activists are considerably more liberal than the
other two groups. This means that the students who translate their pro-
student power attitudes into activeinvolivement in protest are politically
different from those with equally favorable attitudes about student power
who did not became involved in these specific campus events. And, almost
exactly the same questions that predicted membership in a new-left group
on the campus also function in explaining activism in this anti-administration
protest as well.

Our previous results about the value-orientations that distinguish
members of activist groups from nonactivists also generalize. The student
power advocates who became actively involved in the protest, just as was
true of nembers of the new-left group, were considerably less involved in
questions about career and in using college for vocational preparation
(see Table IV-10). Moreover, the moderate students stand out again because
they are the most involved in what a career will mean in their lives after
college and in choosing professional occupations that will put them in tra-
uitionalinstitutional roles in society. They are the least likely to go on
to graduate school in the arts and sciences and the most likely to go on in
professional schools.

In contrast to these concerns about the conventional meaning of career
and occupational choice, the activist students seem to value intellectuality
for its awn sake. An intellectual orientation was characteristic of the
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'TABLE IV-8

Political Interests, Style and Attitudes

Amount of interest in national and
international affairs (1 = great
deal; 4 = none at all)

How well informed R considers self
relative to most other students he
knows (1 = more informed than most;
3 = less informed than most)

How often R has discussed national
or world affairs with friends,
acquaintances or family in last few
weeks (1 = daily oialmost daily;
4 = never)

Importance R expects "participation
in the affairs of my community" will
have in life (0 = little or no
importance; 3 = crucially important)

Importance R expects "involvement in
activities directed toward national
and international betterment" will
have

Nonactivists Moderates Activists
(N=41) (N=57) (N=53)

1 . 70 1.61 1.33

1 .76 1.78 1.34

1.90 1.70 1.45

1.23 1.92 1.18

1 20 1.48 1.88
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TABLE IV-9

Social-Political Attitudes

Scores on selected factor items
(1 = most conservative; 5 = most
liberal) (see below for items in
each factor):

Nonacttvists Moderates Activists

(N=41) (N=57) (N=53)

It

Accommodation with left 4.20 4.36 4.78
Student protest 4.65 4.70 4.85

Student political action 4.18 4.35 4.74

Corporate power and foreign policy 3.37 3.47 4.11
Civil liberties and law enforcement 3.34 3.36 4.02

Domestic liberalism 3.74 3.94 4.32

Viet Nam 4.00 4.08 4.42

Factors are stumnary scores on the following items for each of which
checked one of five alternatives from "strongly agree" or "strongly
"strongly disagree" or "strongly disapprove":

Accommodation With the Left

respondents
approve" to

A former member of the Communist party who refuses to reveal the names of party
members he had known should not be allowed to teach in a college or university.

Legislative committees should not investigate the political beliefs of university
faculty members.

It is proper for the government to refuse a passport to a socialist.
Congressional investigations of "Un-American Activities".
Agreement with the USSR to end nuclear testing.
Giving Communist China a seat in the UN.

Student Protest

It is proper to reclassify students who sit in at the draft board.

Student Political Action

Increased student interest in political action.
Student demonstrations protesting U.S. involvement in the war in Viet Nam.
Civil rights sit-in demonstrations.

Corporate Power and Foreign Policy

Big companies control too much of American business.
Firm U.S. action against the Castro government in Cuba.
Increased spending for defense.
The decision to send our armed forces to the Dominican Republic.
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Social-Political Attitudes (Cont)

Civil Liberties and Law Enforcement

The government should have the right to withhold relevant FBI files from defen-
dants in criminal cases, when opening the files to them might reveal the names
of confidential informants.

Police are unduly hampered these days in their efforts to apprehend and deal with
criminals.

Domestic Liberalism

The way they are run now, labor unions do this country more harm than good.
Social security coverage for medical care of older people.

Viet Nam

What do you feel our government's policy in Viet Nam should be? (Alternatives
from "withdraw completely from Viet Nam" to "adopt a much stronger military
position, even if it means a direct confrontation with Communist China").
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TABLE IV-10

Career Emphasis

Importance of "thinking through what
career I want" as a goal for college
(rank position among seven possible
goals; lower number equals higher
importance)

Expected importance of career or occu-
pation in life after college (percent
saying "crucially important")

Percent planning to attend graduate
school in the arts and sciences

Percent planning to attend pro-
fessional schools

Nonactivists Moderates Activists

(N=41) (N=57) (N=53)

2.64 3.12 3.55

27% 467 25%

45% 267 49%

227k 417 25%

-207-

42°3



members of both the moderate-left, and particularly the new-left, groups
in the previous analyses. Now we see in a number of ways that the activists
in this student protest are also more intellectual (see Table IV-11). They
report discussing ideas and having irtellectual exchanges with other students
as a more important part of their college experiences; they report doing
more serious reading outside of class; they consider "exploring ideas, the
excitement of learning" as a more important goal for college; and they are
more apt to rate themselves as intellectual in a self-description inventory.
The moderates are also somewhat more intellectual than the Students who did
not participate at all but they are. still distinguishable from the more
intellectually-oriented activists.

Concern with self-expressive values and somewhat greater preoccupation
with Identity issues, which we saw at least among the female members of the
new-left group, are also characteristic of the students who become actively
involved in the student protest (see Tables IV-12 and IV-13). Both the
moderates and the actively involved students think of themselves as more
sensitive, more unconventional, freer, more spontaneous, and more of a
dreamer than do the nonactivist students. They also place greater stress
on "finding myself, discovering what kind of person I really want to be,"
as a goal for college. Finally, when they are asked to identify with
several types of students, they are less likely than the nonactivist stu-
dents to think of theumelves as "ordinary, average-type students" and more
apt to identify with "intellectual students" or "creative nonconformists."
This focus on identity and rejection of the average for the somewhat more
unconventional is even more characteristic of the actively than of the
moderately involved students. In addition, the activists, but not the
moderates, also identify with students "who are concerned with national
affairs." We see, then, that these activists, like the members of the
more radical student group, are more concerned about self-definition and
also define themselves in intellectual and political terms that are con-
sistent with their behavior.

We see little evidence, however, in the way these activists define
themselves and talk about their problems for viewing them as experiencing
unusual psychological stress. Greater anxiety, less confidence, and lawer
self-esteem, which did seem to be characteristic of the female radicals in
the new-left group, do not seem to differentiate activists as a whole froM
other students among the student power advocates.

When we look at family experiences, the results are somewhat different
from those we just reported for members of activist groups when they were
freshmen. It was only the female radicals who seemed to have much conflict
or disagreenent with their parents, and then particularly in the religious
area. But, in the present analyses, we find that, as seniors, the activists
in this cenpus protest do experience greater conflict with their parents,
particularly around basic value issues (see Table IV-14). In talking about
their mothers, the activists are more apt to say they have disagreements
about both political and religious issues. Both the moderates and radicals
report more disagreement with their fathers, again regarding political and
religious beliefs as well as general values about what is important in life.
So, rather than simply extending their parents' values, as most cammentators
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TABLE IV-11

General Intellectual Value Orientations

Importance of discussing ideas
and having intellectual exchange
with other students (1 = crucial,
5 = not at all important)

Amount of serious reading outside
of class (1 = quite a lot, 3 not

much)

Rank given to "exploring new ideas,
the excitement of learning" among
seven possible goals for college
(lower number = greater importance)

Self-rating as intellectual or non-
intellectual (7 point scale, 1 =
most intellectual)

Nonactivists Moderates Activists
(N=41) (N=57) (N=53)

2.25

2.55

2.14

2.64

6 1.69

2.13 2.00

U

2.05 1.75

2.49 2.21



TABLE IV-12

Self-Ratings of Personality Styles

Mean Score on semantic differential
defined by following pairs of
adjectives (first adjective =.1,
second = 7)

Social - Solitary
Sensitive - Insensitive
Conventional - Unconventional
Practical - A Dreamer
Free - Constrained
Rigid - Spontaneous
Happy - Unhappy
Relaxed - Tense
Anxious - Confident
Competent - Not Too Competent
Successful - Not Too Successful

Nonactivists Moderates activists
(N=41) (N=57) (N=53)

3.45 3.82 3.64
2.12 1.85 1.70

4.20 4.75 5.15
3.12 4.04 3.88
3.30 2.72 2.78
5.01 5.49 5.25
2.75 2.77 2.98
4.04 3.78 3.94
4.43 4.45 4.50
2.30 2.58 2.09
2.49 2.78 2.48



TABLE IV-13

Identity Concerns and Self-Identifications

Percent saying they feel similar
to the following student types:

Intellectuals
Creative nonconformists
Concerned with social-

political issues
Concerned with studying-

getting good grades
Concerned with field or

occupation
Casual, average types

Rank given to "finding myself,
discovering what kind of person
I really want to be" among seven
possible goals for college (lower
score = greater importance)

Nonactivists Moderates Activists

(N=41) (N=57) (N=53)

42% 54% 60%

19% 32% 46%

18% 24% 59%

30% 34% 27%

24% ln 17%

49% 29% 8%

2.80 2.31 1.99
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of the student scene suggest they are doing, these activists seem to have
same basic value disagreements with their parents, particularly their
fathers. It must be emphasized here that these.students were questionned
in their senior year, 1966, at the height in the rise of student political
and cultural rebellion, when the gap between students and parents would be
maximal -- particularly in those families where the children had begun to
act on their beliefs.

In addition to dhis somewhat greater conflict with their fathers, we
also find that the activists, and the moderates as well, report feeling
less close to their fathers. This means that again, contrary to the
familial relationships that Flacks suggested were characteristic of radi-
cals a few years earlier, we either find no differences between activists
and nonactivists, as is the case in the way the students talk about their
mothers, or we find that activists report somewhat less, rather than more,
warmth and closeness, as is the case when they talk about relationships
with their fathers.

All in all, the predictors of activism seem to be very similar
regardless of the way we define activism. The actively, involved students
tend to stand out in their political interests, style, and attitudes; in
their value orientations, particularly in their more commitrment to
intellectuality and self-expressive values; and in their reflection of
stress on conventional career concerns.
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PART TWO

PEER RELATIONSHIPS AND STUDENT ORGANIZATIONS

We noted in our introductory chapter that, over the past decade,
research on the impact of college on students has tended to shift from
the mere demonstration of freshmen-senior differences and changes, to
attempts to analyze and relate these changes to different aspects of
the college experience. Research that has had an extensive multi-
institutional design has related student characteristics and impacts
to overall characteristics of the institution. Studies like the present
one, that have focused intensively on one or a limited number of insti-
tutions, have been more concerned with analyzing the process by which
influence is exerted in a college setting.

It is interesting that the major empirical research in this latter
tradition has tended to view college impact as a process of socialization
and social influence, rather than a more intellectual process (see, for
example, Newcomb, 1943; Newcomb, et al., 1967; Wallace, 1966; Vreeland
and Bidwell, 1965, 1966). The predominant framework has been to view
student change as a process of taking over the values of faculty and/or
peers, rather than as an intellectual integration of the information and
content material to which one is exposed in college. For example, Bidwell
and Vreeland (forthcoming, and Vreeland and Bidwell, 1966) in their study
of the impact of departments, have focused not on the substantive and
intellectual differences among departments, but rather on the faculty-
student relationships and the issue of whether or not faculty see their
role in "moral" terms, with values an important aspect of what they are
teaching. It is also of interest that most of these studies have not
only focused on social interaction, but have stressed peer interaction
rather than relationships with faculty (to some extent because the
research was primarily interested in student attitudes and values where
peers have particular relevance, rather than intellectual and vocational
outcomes where faculty are more relevant).

This focus may partly reflect the fact that the major systematic
quantitative research in this area has been the work of sociologists and
social psychologists like Newcomb, Bidwell, Wallace and their associates,
who have naturally focused on socialization and social inflUence processes.
But it is also evident that these research studies have chosen a very
crucial aspect of the influence process in college. One would not find

much disagreement with Feldman and Newcomb's conclusion that "there are
few observers of undergraduate education in America who doubt that
colleges' impacts, insofar as they occur at all, are in one way or
another mediated, enhanced, or counteracted by peer group influences"
(Feldman and Newcomb, 1969, p. 222). In this connection it is interesting
to recall that Jacob, approaching the analysis of college impact from a
very different tradition than the sociologists and social psychologists,
also came to the conclusion in his landmark review of the literature that
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the major impact of a college is as a socializing experience.1 (Jacob 1957).

Thus, in its concern with the student's interpersonal experiences, par-
ticularly with fellow students, this study falls within an established tra-
dition of research on college impacts. It differs in two ways from most
other studies in this area: in the broader range of variables it is attempt-
ing to deal with in analyzing the student's friendship relationships; and in
its attempts to analyze the impact of these relationships within a socio-
logical perspective that places these relationships in their broader insti-
tutional context. We will comment briefly on each of these two major
thrusts of the present study.

Some Critical Dimensions of Peer Relationshi

Typically in the study of peer influences in college, the influence
of an individual or group, B, upon an individual, A, have been viewed as
a function of the attitudinal positions of B and A, the frequency of
interaction between B and A, and the strength of attraction of A to B.
The general hypothesis underlying the choice of these dimensions has been
the assumption that there are forces on an individual's belief systems to
change in the direction of "congruity" or "balance" with those of the sig-
nificant referent figures in his environment. Within this framework, the
mere fact that a good friend has a position on an issue that is different
from one's awn, constitutes a pressure to change one's position.

Without denying that such a discrepancy in value-positions consti-
tute's potential pressure for change, we expect that the extent to which
this is true depends on other dimensions of the relationship. One such
dimension that has been of concern in this study is the relevance of the
attitude or value to the relationship. In sone relationships, one's
ideological poaition is crucial; in others, the irrelevance of one's
value position can even become a major raison d'etre of the relationship,
the emphasis being on mutual acceptance for "what you are." And, in any
given relationship, relevance will vary according to the given value or
attitude in question, one's position on some issues being more relevant to
the maintenance of the relationship than others.

The question of relevance is crucial to studies of group influence
because it defines those issues which are normative in the.group. It is

1Jacob's major difference with a social psychologist like Newcomb is
in the implications he draws from this socialization interpretation. In
Jacob's view this minimizes the significance of the changes that occur in
college. Jacob saw these changes as superficial, an adjustment to social
norms rather than an "internalization of a new set of beliefs. Sociologists
and psychologists would question this interpretation, given the fact that
all our values and attitudes are imbedded in social and cultural networks,
and that many significant changes occur in the post-childhood years that do
not involve the internalization processes characteristic of the early
formative years.
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also an important issue for educators. Part of the reason for the increasing

interest in the study of peer group influences in educational institutions

has been the concern that intellectual interests and broader educative goals

are not generally relevant in the peer group interactions that are major

influences during the college years. A number of institutional innovations

on the college scene -- e.g., the Residential College discussed in Chapter

II -- have as a msjor implicit and sometimes explicit aim the creation of

the type of environment that will make such broader intellectual concerns

relevant to student peer interactions and influences.

Another dimension that affects influence and impact is the bases of

attraction of the students' relationships. A body of social psychological

work on social influence has documented the view that influence effects

depend on the basis of the relationships between the influencer and the

person influenced, on what the person being influenced is looking for and

getting in the relationship. Our attempts to translate this work to the

setting of college peer relationships is discussed in detail in Chapter V.

In exploring these issues of relevance and the bases of attraction, we

are aLtempting to tie the influence-potential of peer relationships to some

of the qualitative aspects of these relationships, particularly the pur-

poses and functions that they serve. While this has not heketofore been

systematically investigated in the studies of peer influence in college, it

has been the subject of a few studies of faculty influence which have tied

impact on students to the types of relationships that follow from different

faculty goals and purposes mdth respect to students (Gamson, 1966, Vreeland

and Bidwell, 1966). These studies have demonstrated the need for examining

such dimensions of the potential influence relationship, if we are to under-

stand the process by which significant referent figures in the student

environment exert their influence and hmpact.

The Group and Institutional Context of Peer Relationships

The rationale for highlighting the student's interpersonal exper-

iences in a study of college impact, rests on the assumption that the

influences of the college environment are for the most part mediated

through persons. To see peer relationships as relevant to issues of

socialization requires that we place them within their broader institu-

tional settings. The types of interaction variables of interest in this

study -- the particular persons with whom a student interacts, the type

of student to whom he becomes attracted, the issues that are relevant and

normative in their relationships, the kinds of influence relationships

established with other students and faculty -- are all affected by the

characteristics of the social organization and suborganization within which

these relationships occur.

Our approach to this broader institutional context developed consider-

ably during the course of this study, mainly with the addition of Zelda

Gamson to the study staff. Our initial concern focused on the informal

subparts of the institution -- the different student subcultures which

tend to organize and pattern the lives and experiences of students in a

university. Our approach changed in two directions. We moved from a

focus on the informal subcultures to a study of formal student organizations.



And we became more concerned with the study of how the internal processes
within these institutional sub-units were affected by the relationships
these sub-organizations have with the broader institution, with the role
that they play in the university. Both of these developments, and the
implications they have for the study of socialization processes in a
multiversity, are discussed more fully in Chapter VI.
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CHAPTER V

Varieties of College Friendships1

We have indicated our particular interest in this study in relating
peer influence to the nature of the relationship a student forms with
other students, specifically the bases of attraction in his friendship
relationships. This chapter presents the theoretical background of this
interest, and some of our data relating to these theoretical issues.

Theoretical Background: Bases of Attraction and Power

The theoretical background for this aspect of the study comes mainly
from the work of French and Raven (195 9) and Kelman (1958) in delineating
different bases of influence or "power," and Nedcomb's (1960) categoriza-
tion of different sources of attraction. Power and attraction are some-
times considered separate concepts in the social influence literature.
Power is defined as the maximum potential ability of one actor to influ-
ence another (Cartwright, 1959). Attraction is defined as the psychologi-
cal force acting on an individual to remain in a relationship (or group)
(Cartwright and Zander, 1960). Although these concepts do imply the per-
spectives of different actors, power residing in B and attraction felt by
A, they nevertheless are highly related to each other. The basis of A's
attraction to B should define the way through which B can influence him,
thereby defining the basis of B's power in the relationship. It is
unlikely that B can influence another person unless he represents some-
thing or cotmnands resources to which the other person is attracted. The
way bases of power and attraction are discussed by writers who have used
one or the other, but generally not both, of the concepts supports this
view that the two concepts are closely coordinated.

Power and Attraction Involving Control of Desired Rewards. French and
Raven (1959) define reward power as the ability of one person to mediate
the rewards another person wants. It is very similar to what Kellner' (1958)
calls means-control power or the ability to control specific, concrete
resources desired by another person. Moreover, both of these terms seem to
imply what Newcanb (1960) means by attraction based on role support, the
rewards that cane from participating in pleasurable activities with another
person. In this kind of relationship another person is attractive because
he is a means to doing the things one likes. This instrumental type of
power and attraction is generally considered to produce rather limited,
short-lived change effects that depend on the continued surveillance of
the influence agent.

Power and Attraction Involving Identification Processes: Parallels
also exist between French and Raven's and Kelman's use of identification
power and Newcomb's concept of attraction based on value support.

1The analyses presented in this chapter are taken from the doctoral
dissertation of John R. O'Connor, described in Appendix A.
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Identification-based power occurs, accofding to French and Raven as well as
Kalman, when the influence agent possesses qualities which the other person
would like to emulate or are similar to the way he already views himself.
Although none of Newcomb's attraction bases appears to dovetail with identi-
fication as a striving to be like another person, his use of value support
is probably a special instance of One person's sense of already being like
another. And, in a way, attraction based on admiration or attributing
qualities to another person which one likes might be considered the pro-
jection phase of classical ident.ification. Therefore, the combination of
attraction based on value support and attraction based on admiration cap-
tures pretty well, from the point of view of the person to be influenced,
what identification power means, from the point of view of the influence
agent. Relationships based on identification are generally viewed as hav-
ing more extensive, persistent and internalized effects than relationships
that are more instrumentally oriented.

Power and Attraction Involving Cognitive Processes: Finally, consid-
erable similarity exists among the concepts of expert power, defined by
French and Raven as having its source in the influence agent's superior
knowledge and information as well as legitimacy for imparting it to others;
credibility power, defined by Kelman as stemming from the influence agent's
knawledge about the content of an issue and trustability for telling the
truth; and Newcomb's concept of attraction based on respect for another
person's wisdom. In all of these concepts there is the theme that one
person is interested in the content of an issue, believes that the other
person is knowledgeable about it and that what he says can be trusted
either because of his legithmate position or because of his own personal
qualities. This emphasis on content makes this kind of relationship more
intellectual and somewhat less affective than identification relationships
where the person himself, rather than what he knows, is the central element.
Moreover, this somewhat greater emphasis on content than on the source of
influence is what makes Kaman suggest ehat such relationships should pro-
duce even greater internalization. Otherwise, the influence effects may be
very similar to those supposedly following from identification relationships.

Research Questions

In this study we have been interested in all of these possible types
of relationships that students may form with each other, and with a number
of questions about their meaning in a large multiuniversity such as the
University of MIchigan. In this chapter we will consider two of those
questions.

1. To what extent are these concepts meaningful for characterizing
the types of relationships that students form in college?

2. Are these qualities in friendships general regardless of the sex
of friends, or, are some types of friendships clearly sex-linked?

The data on which the analyses in this chapter are based derive from
the interviews given in the spring of 1964, when our 1962 cohort was



finishing their sophomore year and our 1963 cohort their freshman year. As
outlined in ehe introductory chapter of this report, interviews were also
given to the five best friends chosen by seventy-five of the students from
our bade interview sample. All in all, data from 587 interview respondents
were used for these analyses.

During the course of the interview, students were asked to rate the
following items for how important Lhey were in their relationships with
each of their two closest friends in college:

A. This friend helps me with my studies
B. This friend broadens my social life--helps me meet other

people, helps me get dates
C. My relationships with this friend is easy, relaxing,

"comfortable"
D. This friend is someone I share my deepest personal feelings

with--my confusions and self-doubts
E. I have stimulating talks with this friend--intellectual

exchanges, exchange of ideas
F. This friend and I share a lot of activity ihterestswe

like doing the same kinds of things
G. This friend and I have similar values about things--I get

support for sous of my basic values from this friend
H. This friend admires me, looks up to methis gives me

self-confidence, it's good for my ego
I. This friend is just a very likeable person
J. This friend is someone I look to and learn fromwith

respect to ideas or ways of looking at things
K. This friend likes me--the good feeling I get from being

liked

L. This friend is knowledgeablehas a lot of information
that has helped ne with decisions

These twelve items, which we thought measured the types of attractions
discussed in the social influence literature, were then factor analyzed to
see if the way students think aput their closest friendships in college
empirically fit these concepts. Separate analyses were performed for the
total sample, and then for each of four sub-samples generated as follows.
Friendships were divided into relationships between same-sex and opposite-
sex persons. The opposite-sex friendships were sub-divided into romantic
friendships and those not so described. Romantic opposite-sex friendships
were further sub-divided into two groups indicating the sex of the respondent.
This yielded four analysis sub-samples: (1) shine-sex male; (2) same-sex
female; (3) opposite-sex romantic, respondent male, and (4) opposite-sex
romantic, respondent female.

Analysis of All Friendships

Analysis of the undifferentiated set of friendships will be presented
first. In order to distinguish it from later sub-set analyses, it will be

2Five orehogonal factors were extracted through normalized Varimax
rotation following principal component analysis. Communalities were
estimated by placing unities in the diagonals, and iteration was not performed.



identified as the All Friendship analysis. This analysis serves two pur-

puses. First, it lets us see the extent to which these empirical categories

seem to measure the pawer and attraction concepts wt described earlier;

second, it may be used as a common reference point for interpreting the

factors obtained in sub-set analyses.

Table V-1 presents the factor structure for All Friendships, based

on a sample of 1,132 friendships. The factors are ordered (by Raman

numerals) according to their decreasing contribution to explained vari-

ance. Factor contribution refers to the proportion of extracted variance

accounted for by a particular factor. Since ideal variance is equal to

the total number of variables, it can be seen that the five factors explain

53 percent of this hypothetical quantity (thus: the sum of contributions

6.35/12 = 53%). By inspection, individual factors explain approximately
equal proportions of ideal variance (percentages range from 24% for Factor I

to 17% for Factor V).

Examination of Table V-1 indicates that items cluster in a way that

generally reflects the major concepts of interest to us. The items that

load highly on Factor I are:

This friend is someone I look to and learn from
wlth respect to ideas or ways of looking at things (.64)

I have stimulating talks with this friend--intellectual
exchanges, exchange of ideas (.56)

This friend and I have similar values about thingsI get
support for some of my basic values from this friend (.55)

This friend is someone I share my deepest personal feelings

with--my confusions and self-doubts (.52)

The clustering of these four items suggests that Factor I has to do with

emotional and normative support, mediated by communication from an instruc-

tive or otherwise authoritative friend. It captures the effectivity and

value support implied by Kelman's and Raven's concept of identification

and what Newcomb means by interpersonal attraction based on value support.

In addition, however, this factor also suggests that the student attributes

a broad expertise to the friend. Looking to and learning from the friend

connotes conscious modeling, which depends as much on cognitive as affective

processes. Therefore, this factor seems to combine aspects of what Kelman

means by identification and internalization, depending as those two

influence processes do on both an emotional tie with a person who repre-

sents important values and learning from the person because of his expertise

or credibility. We will call it a measure of modelinit so as to capture both

of these elements.

The items that load highly on Factors II and III seem to be aspects of

what Kelman calls means-control power and what Newcomb calls attraction

based on role-support. The two items with high loadings on Factor II are:

This friend admires me, looks up to me -- this gives

me self-confidence, it's good for my ego (.76)
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This friend broadens my social life-helps me meet
other people, helps me get dates (.71)

These items suggest that the friend mediates social resources the student
wants. Where these are important qualities in the friendship, we might
think of it as based on social role support.

The two items with high loadings on Factor III also have to do with
resources the friendship provides but they focus more on sharing common
interests in such things as sports, hobbies, clubs, and other sorts of
leisure routines -- in short, those things that friends do together to
relax and seek enjoyment. They are:

My relationship with this friend is easy, relaxing,
"comfortable" (.72)

This friend and I share a lot of activity interests --
we like doing the same kinds of things (.71)

We have called this a measure of activity-role support.

The fifth factor seems to measure a restricted type of expertise,
one limited to seeing the friend as an !Academic expert. The two items
that load highly on this factor are:

This friend is knowledgeable -- has a lot of information
that has helped me with deicions (.74)

This friend helps me with my studies (.61)

The support that is implied by these items is not only assistance with
course work but also help with matters related to an academic career,
such as choice of major subject and long range occupational goals. This
academic emphasis is an understandable done for expertness in a college
setting. Presumably, the cantent of this factor would change in differ-
ent populations characterized by different sorts of societal positions.
Moreover, the broader meaning of influence based on generalized expertise
shows up in this analysis in the combined cognitive-affective factor
which we have called a measure of mcdeling.

Finally, there is one additianal factor which does not fit these
concepts as well. The two items that load on this factor have to do
with reciprocated liking and attraction in the relationship. They are:

This friend likes me -- the good feeling I get from
feeling liked (.71)

This friend is just a very likable person (.65)

We might think that this quality of mutual attraction and likeabilitv
of the friend would also characterize identification, role-support, and
expertness relationships as well. But, the fact that this distinct factor



appears suggests that some students have relationships in which little else

beyond sheer attraction is important.

The major way in which ehese clusterings differ somewhat from our
expectations is the fact that the modeling measure includes an item
(looking to and learning from the friend) which should have clustered
with the expertness items if affective and cognitive aspects of students'

relationships are as separable as Kelman suggests. Instead of reflecting

just the strong emotional aspects of identification, our measure of modeling

also involves respect for the friend as a model. Mtmeover, our measure of

expertness, restricted as it is to academic expertise, is much more limited

in content than what Kelman means by expertise and credibility. These are

important differences since Kelman feels that the deepest and most persistent
influence effects are generated by relationships where cognitive processes

predominate over affective ones. But, because the cognitive element is so

strong tn our measure of modeling, and the range of contlent implied in our

measure of expertness is so limited, we would expect internalization effects

to be stronger where both cognitive and emotional processes characterize the

friendship.

Same-Sex Male Friendships

Table V-2 presents factors after rotation for this sub-sample of 471

friendships. The five factors account for 54 percent of the hypothetical
variance, with each making a substantial contribution to this explanation.

When like-sexed friendships of the male sample are analyzed, the
following factors emerge as essentially the same as those obtained in the

All Friendship analysis: a likeability factor (Factor III); a social

role-support factor (II); and an activity role-support factor (V).

Factor I resembles the modeling factor found in the previous analyses

but with interesting differences. Here, both items concerned with expert-

ness (looking to amdlearning from the friend, and seeing the friend as

knowledgeable) are clustered with the item measuring value similarity and

support. Moreover, in contrast to the All Friendship analysis, the

affectivity item (sharing personal feelings) and the converstaion item
(stimulating talks 7- intellectual exchange) load only slightly on this

factor. Thus, this factor implies greater authoritativeness, but much

less emotionally supportive communication, than the more general modeling

measure resulting from the All Friendship analysis. At the same time,

insofar as male friends provide cognitive support to each other, it seemo

to be in value areas rather than in academic matters. The meaning of this

factor is perhaps best captured by,cognitive-value support.

Factor IV exhibits a strong positive association with the study-
help item and a strong negative association with the item About having
stimulating talks and intellectual exchange wieh the friend. In addition,

looking to the friend as a model carries a moderate negative loading and
seeing the friend as knowledgeable, which was associated with the study
help item in the All Friendship analysis, has a very low loading on this

-224-
240
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factor. Thus, we do not think of this as even a restricted measure of
expertise. Rather, it seems to be another type of means-control, using
the friend instrumentally for performance role-support.

Finally, it is important to note that the affectivity item (sharing
personal feelings and self-doubts) does not load highly on any of the five
factors. This suggests that emotional support is not a resource that male ,

friends typically obtain from each ether in any of their characteristic
types of relationships.

Cross-Sex Romantic Friendships of Males

The factor structure of this analysis, based on 71 friendships,
appears in Table V-3. Here, five factors explain 62% of the ides].
variance.

In contrast to their like-sexed friendshim males do have strongly
affective relationships with girls. Talking abotlt personal feelings, having
self-doubts, and having-stimulating talks of an intellectual sort character-
ize one kind of relationship males have with their girl friends (see Factor
IV). In addition, this type of relationship involves looking somewhat to
the girl as a model with respect to ideas and ways of looking at things. We
could call this a measure of affective-intellectual support.

The broad expertness we saw in males' like-sexed friendships still
exists as a separate factor in the cross-sex analyses AS wt11, although
value support is not part of it now. Instead, it is a pure measure of
cognitive support, made up of looking to the girl as a model and seeing
her as a knowledgeable person who has helped him with decisions (see
Factor V).

The value-support aspect of what Kelman means by identification,
instead of being merged wlth broad expertness as it was in the males'
friendships with other males, is part of what we have called social-role
support in the previous analyses. Gaining support for his basic values,
increasing his self-confidence through being admired by the girl, and
getting a good feeling from being liked characterize this kind of cross-
sex relationship. It seems to have a lot to do with ego-enhancement for
the male, a part of which is validation of his awn values (see Factor I).

Finally, wt also see two kinds of role-support that males receive in
their cross-sex romantic friendships. One is the familiar activity-role
aupport that comes from having an easy, comfortable relationship with a
girl with whom he shares many activity interests (Factor II). The other
includes using the girl both for help wlth his studies and for broadening
his social life (Factor III). This connotes a relationship that depends
heavily on a study-date. This combination of social and performance role-
aupport in cross-sex romantic friendships contrasts sharply with males'
like-sexed friendships. Getting help with studies from another male is
done in isolation from other possible meanings a friendship could have.
Some male like-sexed friendships depend on performance role support but
when they do, they have little else important about them.

12;24r4
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Females' Like-Sexed Friendships

The factor structure for friendships in which both friends are female
is presented in Table V-4. This analysis is based on 440 friendships.
Fifty-three percent of the ideal variance is explained.

Value-support and emotional closeness, the two elements Kelman sug-
gestsare part of identification relationships, do not go together in girls'
like-sexed friendships any more ehan they do in the relationships males
form in college. But, in contrast to males' like-sexed friendships where
value-support is part of a more general cognitive support, or to their
romantic relationships where it is part of ego-enhancenent, value-support
in girls' like-sexed friendships is one part of a strongly verbal relation-
Rua. Sharing activity interests, having stimulating talks, and gaining
value support characterizes one kind of female friendship (Factor I). This
clustering suggests that, in a sense, when women friends get together, an
important resource they offer to each other is the activity of talking.
And, the talking centers, at least in part on values. Moreover, the
negative loading of study-help confirms that the talking is not about
strictly academic matters.

These like-sexed female friendships strikingly show how cognitive
aspects of expert-based relationships and affective aspects of identifica-
tion can be merged in real life. Talking about feelings and sharing self-
doubts occur with other girls who are seen as experts --knowledgeable about
a lot of things and models with respect to'ideas and ways of looking at
things (Factor III). So, exploration of self-feelings isnot as likely
to happen when a girl looks at her friend as her emotional equal as when
she thinks the friend can help her out of her greater knowledge or experi-
ence. We have called this a measure of cognitive-affective modeling because
it is closest to the All Friendship measure of modeling. Still, it is even
more cognitive and lacks the value-support that the previous measure of
modeling included. This merger of effectivity and expertise sharply con-
trasts with males' friendships since sharing feelings is not part of any
type of male like-sexed relationship and is separated fram expertise in
eheir cross-sex romantic relatianehips.

As with the males' cross-sex romantic relationships, we find social
and performance role-support merged in girls like-sex friendships. Here
it connotes a kind of "Big sister" relationship that often occurs among
college women (Factor II).

The remaining two factors are familiar ones -- the likeability
factor (rv) that we saw in the All Friendship and males' like-sex friend-
ship analyses and the activity role-support factor (V). Sharing of
activity interests and finding the relationship comfortable and relaxing
characterize certain female relationships, just as they do certain male
like-sex relationships, although in the female analysis the activity item
also loads on the verbal relatianehip factor as well.
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Females'Cross-Sex Relationships

Table V-5 presents the factor structure for this sub-sample, based on

84 friendships. Fifty-nine percent of the hypothetical variance is explained

by five factors.

In several respects this factor structure is closer to the analysis of
males' like-sex relationships than to any other analyses. For instance,

one kind of romantic cross-sex relationship that girls form in college
involves both the value-support and cognitive elements implied in looking
to andlearning from the friend. This combination Was also characteristic
of one kind of friendship males have with each other. In the girls' cross-

sex relationships, however, having stimulating talks of an intellectual

sort is also part of this value and cognitive support factor (I). And one
of the expert items, seeing the friend as knowledgeable, which was part of
the value-cognitive support factor in male friendships, is missing here.
Instead, seeing the friend as knowledgeable is associateiwith sharing
activity interests in girls' cross-sex romantic friendships (II), which

probably reflects the tendency of girls to value the boyfriend's "expert-
ness" in managing activities for their dates, his knowledge of what do do

when they are together.

Another similarity between these cross-sex romantic ties of the girls
and male-male friendships is the fact that effectivity is not associated
with any other eleuent of friendship in either friendship context. Girls
apparently do not share personal feelings and self-doubts as part of any
of their characteristic relationships with their boy friends. This con-

trasts very much to the way males talk about their ramantic relationships

with girls. Males do not share feelings with other males although they
do with their girl friends; girls share feelings with other girls whom
they see as particularly knowledgeable but do not with their boy friends.
The common element that seems to explain when sharing feelings is a
characteristic part of a college friendship is whether or not the friend

is a girl.

The third similarity is seen in the fact that both friendship con-
texts include an instrumental relationship where the friend helps with

studies but apparently has little other meaning (IV). This contrasts

with the study-date in cross-sex relationships that males form and the
big-sister relationship girls form wlth other girls, both of which seem
to combine something social with studying. Particularly interesting is

the fact that girls date males whose meaning is restricted to helping them
academically while the males' girl friends who serve this function are girls
they also date in other settings as well. The female pattern seems much

more instrumental.

Finally, a fourth factor in this analysis of girls' cross-sex
relationships bears certain similarities to the males' ego-enhancing
relationships with certain of their girlfriends. The girls, too, are
attracted to boyfriends because they admire them, which adds to their

self-confidence. But, this factor also includes the idea that the boy-
friend is also likeable apart from his effect: on the girls' ego (III).

_7230- 9.L1r
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In contrast, every item that loads on the ego-enhancement factor in the male

,:ross-sex analysis refers to what the girl does for him -- admires him,
enhances his ego, likes him, supports his basic values. The ego-enhancement
that dominates sone of the males' romantic involvements is much purer, or
perhaps it is just easier for males to admit to having all of these self-

concerns to the exclusion of any concern about the girl herself.

Same aspects of the differences between the ways in which boys and
girls structure their romantic relationships highlight the influence of

sex-role expectations. Girls and boys have very instrumental involvements
with the people they date but the kind of instrumentality follaws sex-role

expectations. Girls admit to "using" their boy friends strictly for
academic assistance, while males admit to "using" their girl friends strictly

for ego-enhancement and support. In contrast, when males talk about study-
ing with a girl friend, they do so in the context of the girl having other

meanings to them as well; the girl isn't sameone they use for academic

expertise alone. And, when girls talk about being admired by their boy
friends, they couple this with talking about how attractive and likeable
he is as a person; he isn't someone they use simply because he builds their

self-confidence and is supportive. We see here an implicit acceptance on

both their parts of sex-role prescriptions. It is acceptable, if not
desirable, for a male to be used as an expert and a female to be used to
give emotional support, while the reverse pattern is undesirable, if not

intolerable.

Summary

One issue of interest to us in analyzing student friendships is how
well their patterns of relationships seem to fit the conceptual distinctions
that both have emerged from and are most frequently applied to experimental
studies of social influence. Just because these distinctions, particularly
those between affective and cognitive aspects of relationships, are ade-
quate for the laboratory does not mean they will do justice to the more com-

plex friendships formed in a natural setting. We suspect that bases of
attraction can be manipulated in a laboratory so as to isolate elements of
relationships which in real life are inextricably bound together. What have

we seen in our own results that bears on the interrelationships of value-

support, emotionality, and cognitive concerns in college friendships?

First of all, how these different aspects of friendships relate to each

other depends very much on the sex of the two friends. Secondly, the mean-

ing of value-support, emotional openness, and expert-based relationships

varies so that, for example, in same friendships value-support is just
another aspect of ego-enhancement, the friend admiring the student and his
values, while in others it suggests a more central focus on Intellectuality
in the friendship. To highlight these complexities, we can fu,low through
what these three elements do seem to mean in male and female cross-sexed
as well as like-sexed friendships.

Value-support. In none of these friendship settings is value-support
closely tied to affectivity in the relationship, as would be suggested by

Kelman's discussion of identification. When the friend is a male Omale's



like-sex and girl's cross-sex friendships), attraction because of value
similarity and gaining support for one's basic values are part of a broader
focus on content and seeing the male friend as a model, a kind of broad
expert about ways of living and about ideas. So we see here the combina-
tion of the value-support aspect of identification and the cognitive aspect
of internalization, as they are discussed by Kelman. When girls have
friendships with other girls, value-support is embedded in a kind of verbal
relationship where they talk about ideas and values, but definitely do not
talk about personal feelings. Finally, value-support means receiving the
broad admiration of the girl when it emerges in male's romantic friendships.
It is part of a friendship where the girl gives him self-confidence, admires
him, provides the good feeling that comes from being liked, and validates
that his basic values are to be admired.

Expert and Cognitive Aspects of Friendship. Generally we do find, as
all of the writers on bases of attraction or power suggest, that students
isolate which friends they look to for help and as models because of their
broad expertness, from the friendships where emotionality and sharing of .

personal feelings are important. But, there is one friendship context
where cognitive and affective elements are merged instead of separated.
When girls look to their girl friends as knowledgeable and as models for
themselves, they are also likely to use the friendship as a medium for
self-exploration and sharing feelings, and to develop strong emotional
ties to the friend. Still, it is true that in cross-sex friendships girls
do separate cognitive and affective aspects of friendship just as males
seem to do in their friendships with both other males and with their girl
friends.

While these results generally support the distinctions in the
social influence literature, we nevertheless see ce:tain complexities
within expect-eased relationships that develop in the natural world but
are not necessarily important in the laboratory setting. In all the sub-
sample analyses we find two kinds of expertness which are reflected in
different friendships: one, a generalized expertise in which the friend
represents knowledge and experience of a broad sort, and, the other a much
more restricted kind of expertise that comes when a friend is seen as
knowledgeable about a particular subject matter. This more restricted
academic expertise is sometimes found in friends who also have some social
meaning, as is the case for males in what we might think of as study-dates
and for girls with "big sister" relationships where the girl friend also
helps her socially. Yet, sometimes, the friend who is an academic expert
stands for that, and apparently nothing else. When that happens, the
attraction hardly carries meaning implied for expertise-credibility in the
social influence literature; instead, it appears to be just another example
of a limited, instrumental relationship that could hardly result in the
pervasive influence effects attributed to credibility power. In natural
settings this distinction between generalized and specific kinds of expert-
ness probably always needs to be made, while the laboratory studies generally
have manipulated expertness so as to create the more generalized expertise.

Affectivity. Our results deviate from expectations about emotional
aspects of influence relationships in rwo ways. First, effectivity is
never combined with value-support in either men's or women's relationships.
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This means the two aspects that Kelman suggests together comprise identi-
fication ties are not associated in these real-life friendships. Each is
involved in college friendships but not in the same friendship. Second,
affectivity is separated from all characteristic types of relationships
that men form with each other and that women form with their boyfriends.
We do not mean that emotionality plays no part in such friendships. But
when it does, it is an emotional relationship and that is all. It is only
when the friend is female that effectivity is embedded in relationships that
also involve other important elements and gratifications. In female-female
friendships effectivity is merged with cognitive themes in a broad expert
but still emotional relationship. This comes the closest to any pattern we
have found to the meaning Kelman gives to identification, although it still
does not include the value-support aspects of identification. In males'
relationships with their girl friends emotionality is part of a deep pattern
of communication where both ideas and personal feelings are shared. To make
this as sharp as we can, these results strongly follaw conventional expecta-
tions of men and women. Women can be emotional with other women without
that threatening other meanings the friendship might have, while their
emotional relationships with men, at the age before marriage, revolve around
that to the exclusion of everything else. And the reverse pattern charac-
terizes the friendships college men form. Obviously either the women with
wham they share both emotionality and intellectuality are not the same
women who deny that the two ever go together in their relationships with
men, or, men and women just see the same relationship very differently.
Since these are all romantic friendships, most of the explanation probably
lies in men and women seeing romantic involvements differently, the men
feeling it provides for both intimacy and ideas and the women stressing
only the emotional meaning it has. While we would never pretend to possess
truth about the matter, these data attest to the strain and difficulty in
developing relationships where men and women both feel they stand for the
whole person, head and heart, to the other. And that is a lot of what is
behind the attraction of counter life styles, encounter groups, and more
inttmate residential settings on the college campus.
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CHAPTER VI

The Study of Student Organizations

by Zelda F. Gamson

Background of the Study of Student Organizations

As we indicated in the preceding chapter, our information on peer
relationships was mainly derived from a set of interviews on a sample
of "core" respondents, and the peers they identified as their best
friends at the University. In addition to questions about the dyadic
relationships, both core respondents and their friends were asked to
list the larger circles within which they traveled, the interests and
activities they shared with these circles, and the placement of their
best friends within these friendship circles.

The sense of the University conveyed by this kind of mapping of
friendships was of a concatenation of free-floating individuals tied to
a few other free-floating individuals who would mmnetimes coalesce into
something called "circles" or "crowds," which might stay together a
while, take in new individuals, drop off old ones, or disappear entirely.
It was often difficult to see why individuals came together, beyond
accidents of proximity, nor was it clear what sustained many of them
through time.1 (Indeed, it seems to be the nature of informal group-
ings mnong students at least in the first two years of college, that
they be loose, permeable, and independent of more formal, superordinate
units within the University). Further, and most significantly as a
motivating force for the development of our study of student organiza-
tions, it was not easy to see from the study of atomized peer groups
how individual students and their friends fit into larger subcultural
settings which we knew existed on a campus the size of Michigan.

Although a few of the friendship circles in some sense derived -
or at least were connected with - more formally organized parts of the
University such as departments, residence units and ntudent organiza-
tions, it was not clear precisely in what ways the informal groupings
were connected to the formal ones or how each could illuminate the
other. We attempted to ascertain broad student subcultures or types
through the use of both open-ended and forced-choice items which asked
respondents to describe the different kinds of students at the Univer-
sity and, then, to place themselves and their friends in the different
subgroups. The open-ended question led us into some aspects of

1
T. M. Newcomb (1961), in his study of friendship formation and main-
tenance in an experimental living unit, found that contiguity deter-
mined initial choices of friends but in itself was not enough to
sustain friendship over longer 13-eiLidiThif-filifffiiitif .ihe support of
similar values.



University life which were neglected by the peer-group approach: many

students, for example, would describe a certain type of nonconforming

subculture with which they themselves felt no affiliation, a subculture

that we would not have been likely to pick up from the analysis of

existing friendships. But even with the questions directly pointed

toward the discovery of new groupings over and above friendship cliques,

we felt something was missing. At best, the responses could guide us

in certain general directions; more usual]..y, they reflected perceptions

about groupings, styles, and values whose ambiguity meant that they

could be sliced in many different ways. Some students would operate

with an implicit dimension - social status, for example - and divide the

student body into "snobs" and "ordinary students" with a nuMber of

interesting gradations between the two. Others would choose a familiar

conventional basis for classification, such as academic major, or social

styles, while many students would use a potpourri of several dimensions

at once.

In this situation, we realized that if we were to understand sub-

cultures at the University and their impacts on students, we required an

approach that would be more direct than either the mapping of friendship

circles or the perceptions of subcultures. Some work along these lines

had already been undertaken in the early stages of the study by two

participant observers who operated among sororities, fraternities, liv-

ing units, and student hangouts, but the range of subcultures which

could be spanned by techniques of participant observation was limited

and the resources required to expand the range of observation would have

been tremendous.2 Beyond these practical problems, it was still an open

question whether observation of informal groupings got us any closer to

an understanding of wider student subcultures than the earlier peer

group or perceptual approaches: the problem still remained of defining

their memberships and boundaries.

In the fall of 1965, the year when the first cohort of undergrad-

uates would be followed up for the final time, Zelda Gamson joined the

staff of the study. Trained in sociology and having recently completed

a dissertation on an experimental college that focused heavily on the

structural bases for differentiations among faculty and students,

((Lamson, 1966) Dr. Gamson concentrated her efforts on the issue of stud-

ent subcultures. Since the conception of the broader study saw social

interaction variables as focal intervening variables, a systematic

2Walter Wallace (1966) was able to map the "interpersonal environment"

at a small midwestern liberal arts college by asking freshmen to

indicate on a checklist of all students enrolled in the college those

they recognized, whether or not the people recognized were close friends

and whether or not the freshmen liked those they recognized. Obviously,

this approach was impossible in a school of over 30,000 students. The

size of the University also made impossible the mapping of subcultures

and the placement of students within them that Newcomb and Flacks were

able to accomplish in their study of Bennington College (gewcomb, et al,

1967).



investigation of student subcultures was very relevant to this central
concern: that is, social interaction variables were framed as both
independent variables--with student change as dependent--and as depend-
ent variables--with subcultures as independent. While this was clear,
the problem, as we have indicated, was how to define and measure student
subcultures. The strategic decision was made, finally, to enter the
field via formally organized student groups which were assumed to be
representative of broader subcultures. It was recognized that the full
flowering of any one subculture might not be caught in the net, nor
would all the presumed subcultures in the university student community
be represented in a particular selection of student organizations. The
approach via formal student groups, however, offered the great advan-
tages of (1) fairly clearly defined membership populations, (2) diversity
among groups and, therefore, the opportunity for a sampling of diverse
subcultures, (3) a way of objectively measuring variables which we thought
to be important in the study of the impact of the university on students.
This investigation, then, became a major sub-study within the larger
study.3

Theoretical Focus of the Study of Student Organizations

As we progressed in our thinking, we came to think of student
organizations as important in other ways as well. We came to recognize,
more explicitly than we had in the past, that the study of student sub-
groups would add to our knowledge about the range of conditions under
which general propositions relating social interaction variables and
student outcomes are valid within different group settings. We came to
focus, also, on the different relationships of student organizations to
the larger university setting, as they might define and direct the rela-
tionships within the groups and the impacts they had on their members.
Before proceeding any further into the research design and some of the
findings, it is important to understand in more detail the theoretical
grounds from which the study of student groups flowed.

As we wished to examine the determinants and consequences of the
student experiences in different organizations at the University, it
was important that the groups, and the experiences students have in
them, be characterized along conceptual dimensions which would permit
comparison across groups. In following this line of attack, we realized
that it would also permit comparison with students who did not have
experience in formal groups at the University, since comparable informa-
tion on such students was available from the larger study.

3
As the study of student organizations developed, its scope exceeded
the limits and resources of the original study. Additional funds
for data-processing and many of the analyses presented in this ,:hapter
were obtained from the Nationai Science Foundation, Grant No. GS-1849.

2



The specific objectives of the investigation became four-fold:

(A) To understand the nature of certain selected subgroups
within the University, the social structural features
which distinguish them, their interests and activities,
their values and norms, and the relationships among members.

(B) To understand the process of recruitment and selection
into the subgroups, the predispositions of the students
who enter into them (self-selection) and the relation
between the groups' recruitment activities and the stud-
ents they actually recruit (group selectivity).

(C) To understand the effects of these subgroups on the
development and change of students in them, the processes
by which they do or do not have effects, and the outcomes
they produce.

(D) To understand the functions of and effects on these
subgroups in the wider University setting, the extent
to which they are integrated into the University, and
the ways in which they facilitate, reinforce, or hinder
the achievement of different University objectives.

Our objectives, then, faced in two directions: Objectives A, B,
and C are concerned with the characteristics, processes, and impacts
within student subgroups. Objective D relates these characteristics
and processes to the larger university setting. In effect, we took up
Coleman's (1966) challenge to research on college students and univer-
sities: "Fram the perspective of social action, we are interested in
the sources (of youth cultures) as a means of modifying the effects;
to know the sources of variation in youth culture without knowing their
effects leaves us ignorant of which way to turn; to know the effects
of various kinds of cultures without knowing their sources leaves us
powerless to act. Thus the study of peer cultures in college must
branch in both these directions."

Illustrative Questions, Variables and Hypotheses

In the space we have, we can only present some illustrative ques-
tions and hypotheses within each of our objectives as a way of indicating
the most significant variables and relationships. Underlying our hypo-
theses is a theme which should be stated at the outset: we postulate
that subgroups develop in ways that are "appropriate" to their position
and stance within the larger University, and that they have impacts which
reflect their position. Put in another way, subgroups with certain rela-
tionships within the University will tend to develop certain kinds of
values and relationships among members; these will lead to kinds of
outcomes that are appropriate and understandable in terms of their rela-
tionship with the University. So, for example, our preliminary data
indicate that subgroups with "extremist" interests, values, or behaviors--
in a University which many students describe as liberal and moderate--
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tend to see themselves as "set against" the predominantly liberal,
moderate thrust of the University. They tend to develop strategies of
interacting within the University which isolate and protect themselves
from the influence of the University. They develop norms and values
which rationalize their differences with the University and internal
patterns of relationships centered around maintaining their differences.
As a consequence, we expect them to be highly selective in their choice
of members and to emphasize socialization centered around maintaining
their differences. These processes may have the effect, if successful,
of insulating group members from those aspects of the University on
which they differ and consequently of further isolatirg and dividing
the group from the mainstream of the University.

Oh ective A: To understand the nature of certain selected sub-
groups within the University. In part, this objective is descriptive.
We are interested in understanding the character and functioning of
various selected subgroups at a large, complex university. Beyond this,
we are engaged in a comparative study of sub-institutions. The same
theoretical dimensions are used to characterize different subgroups,
thus permitting comparisons among groups on similar dimensions. This
approach enables us to answer questions about the range and differences
of subgroups, even within the same nominal type of group. We assume
that there are wide differences among, for example, religious organiza-
tions; indeed, our use of comparative dimensions allows us to say whether
or not there is a type of group conventionally labeled "religious." It
may well be that some religious groups share more with political groups
or with fraternities than with other religious groups. Selvin and
Hagstrom (1966) make a similar point with regard to different residence
arrangements. Findikyan and Sells (1966) bring evidence to bear on this
question in their study of 60 student organizations.

Hypotheses within Objective A involve relationships among group
dimensions. An example of such hypotheses are those involving scope.
As defined by Etzioni (1961),scope describes the degree of totality of
members' involvement in a group, the number of activities in which
members are jointly involved.

Groups can ranged on a continuum from narrow to broad scope.
Much of our analysis within Objective C, the impact of the subgroups on
their members, makes use of differences among groups in their scope.
It is essential, therefore, to find out the relations between scope and
other organizational variables. The following hypothesized relations
between scope and ather variables are examples: Groups with broad
scope will (a) actively and directly seek to have an impact on members,
(b) use many different sanctions and incentives, (c) show a high fre-
quency of interaction among group members, (d) have high salience
(emotional significance) for members, (e) exercise high selectivity
both in the selection and expulsion of members, and (0 have high
pervasiveness in the norms they set for their members (i.e., they will
set norms over a wide range of organizational and extra-organizational
activities).
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Objective B: To understand the process of recruituent and selec-

tion into the subgroup. All groups differentially attract certain people
and repel others, either through active recruitment programs or through
self-selection by potential members. Beyond this common feature, groups

differ in the degree and content of selectivity. In terum of degree of
selectivity, we hypothesize that groups with (a) formal recruitment

programs, (b) strict criteria for membership, (c) high visibility with-
in the University, and (d) a clear image within the student body will
recruit a more homogeneous membership whose interests and values will
be more congruent with those of the group than groups with the opposite
set of characteristics (no formal recruitment programs loose criteria

for memberehip, low visibility, ambiguous image in the student body).

The relative narrowness of the range of recruits does not deter-

mine the content of selectivity. Whether or not groups recruit members

uto are, for example, from a particular social class or religious back-

ground, or who are oriented toward academic achievement, will depend on

the goals, values, programs, and activities of the group.

Ob ective C: To understand the effects of these subgroups on the
development and change of the students in them. There are several
impacts groups can have on their members. They can reinforce or accen-

tuate the values or other characteristics that initially brought stud-

ents to them. They can inculcate new values or other characteristics.
They can have no effects,--that is, members are the same on departure

as they were on arrival. We assume that all of these impacts require

group effort, interaction, and resources, even the impact of "no effect."

To the extent that groups recruit members who initially share their

values and interests--groups with high selectivity--we expect little

inculcation of new values and interests. These groups, we expect, will

either have rn effects or will accrtuate those characteristics which

brought members to them initially.

There are many kinds of changes groups can produce in their mem-

bers. They can either change students in directions which support the

goals of the university or in directions which undermine these goals.

They can change students in values, interests, skills, or motivations.

We distinguish in our analysis among the content, the range, and the

degree of change, since we hypothesize that different-independent
variables will be related to each of these ways of looking at change.

The content of the changes in umbers refers to particular values,

interests, skills, or motivations affected. These depend on f,a) the

groups' goals, particularly the content of the socialization goals,
(b) the group's norms, and (c) uembers' entering characteristics.

4This discussion is indebted to Feldman and Newcomb's 1969 careful

analytic review of college impact studies. See also Humtley (1965)

and Hall (1951).



The range of changes produced in members refers to the number of
different values, interests, skills, or motivations affected by the
group. Some groups have an impact on skills, but not on values, or vice
versa; some have an impact on particular values or particular interests.
Other groups have effects on a wide range of values, interests, skills,
and motivations. We are interested in comparing groups with narrow and
broad ranges of impact. We expect that the range of group impact will
be related to such variables as scope and perirasivehess of norms.

Degree of change is defined by the differences between initial
and later positions on a particular value, belief, interest, skill, or
motivation. A high degree of change means that there has been a rela-
tively large movement from initial to later positions; a low degree of
change means relatively little movement. Degree and range are indepen-
dent of each other; groups can have a high degree of impact within a
narrow range. Some fraternities change members markedly in modes of
dress but have little impact on values and interests (high degree of
impact in a narrow range).

Ob ective D: To understand the functions of these sub-groups in
the wider University setting, and the effects of the University on them.
Two key questions we ask about subgroups' relationship to the University
are the extent to which they differ from certain institutional values
and goals (e.g., academic and intellectual values, secularism, modera-
tion in behavior), and the degree to which they communicate with various
parts of the University. We can treat these questions as variables
with high and low values and generate the following four types of rela-
tionships with the University.

TABLE VI-1

Four Types of Subgroup Relationships with the University

Difference with University
Interaction with the University Values and Goals

Low High

"Cooperation" "Rebellion"

A

Low "Conformity" "Withdrawal"



These four types of relationships with the larger setting lead us

to make certain predictions about their functions for and the effects of

the University on them. Groups of types A and C will be agents of the

University; they will tend to socialize members in ways which promote

the goals and values of the University. Groups of these types will be

susceptible to influence from the University, although we expect that

type A groups will also have some influence on the University in turn.

Groups of types B and D, conversely, will tend to socialize members in

ways which undermine University goals and values and will be less sus-

ceptible to University influence. Type B groups, because of their high

interaction with some parts of the University, will challenge the larger

institution in the areas of their disagreements. Other things being equal,

they will be the major source of innovation from student groups at the

University. Type D groups will be isolated enclaves; because they do not

interact with the rest of the University, they will perform the function

of "draining off" and insulating students who otherwise might challenge

or leave the Uniwrsity.

Looking at these kinds of connections groups can have with the

larger setting also enables us to relate them to variables within our

other research objectives. We stated earlier that the relationships

student groups have with the university are intimately related to the

structures and relationships that develop internally. Below, in Table

VI-2 we present some examples of the ways in which we would predict that

group processes and effects ymnild follow from the relationship of the

group to the total University.

TABLE VI-2

Types of Relationships with the University Related to Other Group Variables,

Illustrative

A.e of Relationshi with Universit

A
Group Variables, Agemation Rebellion Conformity Withdrawal

Degree of recruitment
selectivity

Concern with impact
on members

Salience and
solidarity

Actual impact on
members

Very low

Very low

Very low

High

High

High

Low

Low

Low

Very high

Very high

Very high

Variable, Consistent, Variable Consistent,

some reinforcement some reincorcement

inculcation & accentua- inculca- & accentuation

tion tion
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Theoretical Significance

Two traditions are particularly relevant to our work on student
organizations--the social psycholegical study of influence and the study of
complex organizations. We have already noted the place of our study
within the social psychological tradition. Its major relevance to the
literatute on complex organizations lies in our attempt, under Objective
D, to do what few studies of subgroups within larger organizations have
done: to relate these subgroups to the larger structure of which they
are parts. (Blau, 1957; Golembiewski, 1965; Scott, 1965). It is impor-
tant here to reiterate the distinctiveness of our focus on subgroups.
While there have been a number of studies of the impact of the total
college on students, rarely has there been an interest in tracing the
role of subgroups within any given setting. In their review, Feldman and
Newcomb (1969) have found few studies of formal subgroups other than
fraternities and sororities. They point out that some studies of the
total college impact have found no change among students. Yet, upon
closer analysis, it has been found that students in some subgroups do
change while others do not. Those who change do so in different and
sometimes opposite ways. For example, Nasatir (1965) found little overall
change in male students' interest in world affairs after two years at
Berkeley. When the total group of students was divided into different
residence types, however, Nasatir found that fraternity men changed least
while apartment dwellers changed most--with a general trend toward an
increase in the level of interest in world affairs.

Other studies which find some effects of the whole college demon-
strate that these effects can be shaped and modified in different ways
by the subgroup memberships of students. Selvin (1963) compared males'
changes in occupational choice in different residence units at Berkeley.
Fraternity men, regardless of the level of their fathers' education, were
more likely to change in certain ways (from engineering and medicine into
law), while men living in other residence settings showed no consistent
pattern of change. These differences can be understood in terms of group
differences in cohesiveness and common culture. As Selvin puts it, the
fraternities say something to their members about an appropriate career;
cooperatives, at the other extreme, say nothing to their men about careers.

Within different curricula, Huntley (1965) found that there were
different patterns of change on the Allport-Vernon-Lindsey Study of Values.
After four years, students at Union College showed little overall change
in theoretical, social and political values. This result masked the
statistically significant changes in these values, both upwards and down-
wards, within the curricula subgroups.

On the other hsnld, Huntley was able to show that curriculum had no
effect on economic, aesthetic, and religious values which did, indeed,
change in certain directions for the entire group over four years at
college.

Thus, some recent studies have begun documenting the significance
of University subgrcnaps. However, this focus on subgroups can also be
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too narrow, neglecting the fact that the impact of subgroups is a func-
tion of their relationship to the total institution.

The theoretical framework of our study of student organizations
leads us to see the significance of student subgroups in terms of a view
of the University as a large-scale organization/community which has, as
one of its major goals, the production of certain kinds of changes in
its members. Organizations of this type have been labeled variously:
"socializing," "normative," "developmental," "people-processing."
(Etzioni, 1961; Wheeler, 1966) One of the major problems organizations
of this type must face is how to maintain the commitment of the members
whom it attempts to influence at a high enough level so that they can
be responsive to the institution (Parsons, 1956).

One way of attaining high commitment is to allow into membership
status only those who share the values and interests orthe organization.
But even with high selectivity, organizations must be constantly con-
cerned with the maintenance of the requisite levels and kinds of commit-
ment. In small colleges, particularly the elite colleges, the task is
relatively easier than in large universities. Through institutional
selectivity or self-selectivity, they are like.ly to attract students
who initially share the college's values and goals. Through contact
with and'control over student relationships, they can more effectively
reinforce and inculcate these values.

In a large, heterogeneous University with lower selectivity, the
task is more difficult. It is especially difficult when the University
represents values and demands which conflict with the pre-college exper-
iences of some, or a large number, of its students. Thus, the Univer-
sity must face two problems which are less pressing for small colleges.
It has less control via admissions policy or clarity of image over the
kinds of students who enter and therefore will be dealing with some stud-
ents who are in conflict with its values and demands. At the same time,
it has fewer means available to socialize students. In other words, the
University has more problems and less control than the small college.

The question is, then, how a University--with high academic stand-
ards and an atmosphere which is liberal, comopolitan, and intellectual--
can socialize its students at all. The different subgroups at the Univer-
sity can be viewed as providing specialized solutions to the problem of
integrating and socializing a large, heterogeneous student body. As we
have noted, the "solutions" can be very different. For example, the
conflict between.some students' religious backgrounds and the University's
secularism, or between students' social interests and the University's
intellectualism can be handled, in the first case, by religious groups
and, in the second case, by fraternities and sororities. These groups
may accept the academic dmmmmds of the University. At the same time,
they allow members to express and handle questions of values, self-
definition, and interpersonal denmOmpment.

For instance Flacks (Newcomb et al, 1967) has found that deviant
students at Bennington who became associated with deviant subgroups were
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less likely to drop out of the college than deviant students who were
isolated from such groups. Isolated deviants, however, changed their
attitudes more in the direction of college-wide norms than deviants
associated with like-minded subgroups. We have found in our own study
of University of Michigan students that male students who drop out from
the University are more religious than males who do not drop out (Gurin,
Newcomb & Cope, 1968). Given the University's secularism--and the fre-
quency with which students mention religious confrontation and challenge
in our interviews and questionnaires--we assume that high religiosity,
particularly among males, indicates deviance at this particular institu-
tion. Therefore, highly religious males have a greater problem of adapta-
tion than their less religious peers. One response to the problem is to
leave the institution. Another response is to find like-minded friends
and groups. Such an adaptation, we predict, is an alternative to drop-
ping out. Religious students who join conservative religious groups, are,
therefore, less likely to leave the University than equally religious
students who have not become associated with such groups. On the other
hand, highly religious students who are isolated from such groups are
more susceptible to University influence and if they remain, are more
likely to question and renounce some of their religious beliefs.

Some student groups may disagree with almost everything the Univer-
sity stands for, including its right to make academic demands. In most

cases, such groups become isolated, encapsulated enclaves of little con-
sequence to the functioning of the institution. However, in some cases,
encapsulation does not follow, and these divergent subgroups come to
challenge the University. Leftist political groups are recent examples;
right-wing groups have been challengers in the past.

To summarize our argument: the large University makes academic
demands and has a certain character which conflicts with the interests
and values of some of its students. Large universities have weak power
to socialize students. Student subgroups have socialization functions
which in some cases support the University, Li .eome 'cases oppose the
University, and in other cases are neutral.

Particularly crucial are subgroups which focus on central identity
issues for college students. In our study of student organizations we
chose to study three areas which are of great concern to students--
religious beliefs, political values, and interpersonal development. We

have selected different groups which focus on each of these questions
because we expect to f4.ad that they provide different answers to their
members and different symbols to non-members. We expect that they will
have different impacts and functions withLI the University.

integrating the Social Psychological and Complex Organization Frameworks

Our point of departure is one that assumes the interplay of psycho-
logical and sociological factors. Thus, the solutions to certain organiza-
tional problems, as viewed in the previous section, can be seen as solu-
tions to individual problems. The student coming to a large, complex
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University is faced with the problem of integrating what he was before
with what he experiences at the University. For some students, conflict
is vivid and painful; for others, the problem is simply one of adding
later experiences onto what is essentially a consistent core of values,
skills, and interests. In other words, students differ in the degree
of actual conflict between pre-college and in-college experiences. They
also differ in the areas in which their pre-college experiences may con-
flict with college experiences. For some students, religion is a domi-
nant area of conflict; for others, it is politics or social life.

The different subgroups at a University can be viewed from the
perspective of the individual, as providing solutions to these problems
facing students. In a general sense, they can provide a "home" for the
student lost in an overwhelming maze of choices. For some students,
association with a group--any group--serves the purpose. But most people
and groups carve out selected interest areas. Groups differ also in the
answers they offer to members. Some require or encourage students to
drop their old values and interests; others allow students to keep many
of their initial values and interests. Some groups admit and seek stud-
ents who already share their interests; others actively seek to prose-
lytize and convert those who do not initially share their interests.

The terms we use to describe subgroups' meaning for members are
similar to those we used earlier to describe their meaning in the Univer-
sity setting. This is done deliberately, for we seek to examine group
dimensions which are relevant to both points of view. Indeed, we see
the impact on members and the impact within the University as intimately
connected.

We noted in our analysis of seniors' attitudes toward the proposal
of a small residential college at the University of Michigan (which began
operating in the fall of 1967, aftermost of the students in our study
had graduated) that students whose friends belonged to the group to which
they had a major commitment were less likely to feel they would have
wanted to be in such a small college than did students who did not have
such integrated friendship-group associations during their college years.
In just the sense used in our preceding discussion, student organizations
embedded in such a way in the lives of students provide a "home," a base
within the large University which perform many of the functions that were
to be achieved by a small residential unit.

Selection of the Student Organizations

At the time we began, there were close to two hundred student
organizations at the University of Michigan which were recognized by
the University of Michigan's Office of Student Affairs. Although the

5
See Chapter II, Table 11-22.
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total pool of groups shifts from year to year, and even within years,

most student organizations register with the Office of Student Aifairs

for access to meeting rooms and other amenities. Moreover, the majority

of these student organizations (particularly the types of organizations

we were to choose eventually) have a long life. Our first act was to

get a list of student organizations from the Office of Student Affairs.

The diversity of types was striking: academic clubs, nationality
groups, clubs for any imaginable hobby, arts and performance groups,
honor and recognition societies, every shade of political and religious
group, fraternities, sororities, governing councils, and the like. We

were not interested in taking a sampling of these groups. Our choice

of the twenty-nine groups was deliberate rather than random. We wanted

to choose student organizations which focused in different ways on major

concerns of students. We therefore chose to study religious groups
because students in our larger study frequently mentioned religious
challenge and confrontation at the University. We chose political
groups because they play an important part in the life at the University

and represent another major area of challenge to students. We chose

fraternities and sororities because they provide solutions to students'

concerns about interpersonal relationships and styles of life.

Having made the decision to select these four types of groups, we
were still faced with deciding which ones among the various organiza-

tions within each type to select. The following pages describe the
steps we followed to make the selection, an enterprise which became a
study in itself.

Selection of the Fraternities and Sororities

Wa asked students in our larger study in the spring of 1964 (when
they were second semester freshmen and sophomores) specifically about
experiences and intentions regarding fraternities and sororities (Table
VI-3). In addition to the one-third who were members ot pledges, an
additional 22 percent had rushed but for various reasons had dropped out
along the way and another 13 percent intended to rush in the future.
Thus, only one-third of our sample either had not rushed or did not
intend to rush sometime in the future.

TABLE VI-3

Relation to Fraternities and Sororities,
Freshmen and Sophomores, Spring 1964

Never rushed 33%

Intend to rush in the future 3

Rushed but dropped out before final bids
Rushed and received a bid but did not pledge
Rushed and didn't receive a bid

111_2

4

4

Rushed and pledged but later depledged 2

Rushed and pledged; still a member 32

Total 100%

N = 1,089
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These figures just for freshmen and sophomores in the College of
Literature, Science and The Arts exaggerate the proportion of the under-
graduate student body connected with fraternities and sororities in the
fall of 1964, since the 1964 questionnaire and interview administration
did not include upperclassmen and pre-professional students, who tend
to be less involved in the Greek system. They are certainly greater
than the proportions of affiliated students in subsequent years, when
the fraternity and sorority system lost its hegemony on the Michigan
undergraduate scene (Table VI-4)

TABLE VI-4

Proportion of Undergraduates in Fraternities,
and Sororities, 1964-1968L

Fall 1967 Fall 1968Fall 1964 Fall 1965 Fall 1966

Fraternities 17% 167 16% 15% 14%

Sororities 18% 16% 16% 15% 14%

Total Under-
graduate

Enrollment 16,514 17,488 18,255 19,332 19,841

1
Source: University Housing Office.

2
Ann Arbor campus only. Includes all classes in all undergraduate
colleges.

Simply in terms of the large numbers of students involved in the
Greek system, we were cmmnitted to including fraternities and sororities
in our roster of student organizations. We assumed that there was a
range among fraternities and sororities in terms of prestige, size,
dominant style and culture, openness and cohesiveness. This assumption
was confirmed by the presidents of ehe Interfraternity Council and the
Panhellenic Association and by the four people in the Office of Student
Affairs most knowledgeable about student organizations: the Vice-
President for Student Affairs, his Director of Student Organizations,
and the two people directly in charge of fraternities and sororities.
They pointed out that fraternities and sororities had the great advantage
from the viewpoint of the researcher of a relatively stable and clearly
defined membership, a virtue we increasingly appreciated as we ventured
into the tangled affairs of student groups that kept incomplete or
obsolete lists, where even the definition of "member" was a matter
requiring Talmudic deliberation.

Our next step was to learn enough about sororities and fraternities
to be able to group thmn according to some meaningful criteria. We asked
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informed observers and participants in the Greek world to generate the

bases which were most meaningful in discriminating among the houses.
Through conversaticos with the people in the Office of Student Affairs,
Inter-Fraternity Courcil and Panhellenic, we were able to define the
following bases of differentiation: size, social emphasis (parties,
dating, etc.), athletic "jock" reputation, involvement in University
activities (student government, the Union, the League, Homecoming),
academic reputation, "big name" prestige ranking, liberalism and open-
ness to the larger University conmninity, conservatism and isolation

from the larger University, "brotherhood" or "sisterhood" emphasis.

At the time we begaa, there were forty-four fraternities and
twenty-three sororities cn campus. Armed with the most important
differentiating characterlstics and the list of fraternities and
sororities, we asked six fraternity and six sorority presidents or
ex-presidents from a wide diversity of houses (selected for us by
our first set of informants) to pick out the four or five houses that

best exemplified each characteristic. Almost all of these presidents
accepted our list and rarely added other characteristics. The results

are shown in Table VI-5.

TABLE VI-5

Inter-Judge Agreement
1
About the Fraternities and

Sororities Most Exemplifying Eight Characteristics

Six
Fraternity
Presidents

Six
Sorority
Presidents

"Big Name" 100% 100%

Social 93 75

"Jock" 93 -

Activities 93 70

Liberal, open 74 84

Conservative, closed 67 56

Academic 59 82

"Brotherhood," "sisterhood" 56 56

Average Agreement Over All
Characteristics 79 75

1Average percentage of six judges agreeing on the top three houses;
in clise of ties, each tied group is computed in the average.

Assured by the quite high agreement among these well-informed
fraternity and sorority presidents, we chose houses on the basis of
the criteria which particularly interested us - social emphasis, "big
name," academic, liberal, and conservative - adding differential size
and Gentile, Jewish and Black houses into the pool. The houses



eventually chosen were intended to represent as diverse a group of
fraternities and sororities as could be drawn from the University of
Michigan campus, within the constraints set by having to choose no
more than ten houses of each, and by the need to secure firm agreement
from the various houses to participate in the study. We took the list
of twenty groups back to our original informants in the Office of Stud-
ent Affairs as a final check, and they concurred in our choice. The
groups will henceforth be referred to by number (beginning at Number 10
since nine religious and political groups precede them in the total
sample) and are listed below with short descriptive phrases based on
the presidents' ratings of the characteristics summarized in Table VI-5

Fraternities

Group 10: One of the eight moderately large fraternities; one of the
top fraternities in academic performance; Jewish.

Group 11: One of the eight moderately large fraternities; one of the
leading "big name" houses; strongly social; identified as
conservative by four of the six presidents.

Group 12: One of the nine medium-sized fraternities; not mentioned by
any of the presidents as prominent on the eight character-
istics; main feature is its nonparticipation in rush.

Group 13: One of the six smallest houses; not mentioned by the presi-
dents as prominent on the eight characteristics; Black.

Group 14: One of the thirteen largest houses; high in recent academic
performance, though not mentioned in this respect by the
presidents; Jewish.

Group 15: One of the thirteen largest houses; one of the top frater-
nities in academic performance.

Group 16: One of the thirteen medium-sized houses; identified as
conservative by four of the six presidents.

Group 17: One of the nine medium-sized houses; not significantly men-
tioned by the presidents as prominent on the eight charac-
teristics, although three did identify this group as con-
servative.

Group 18: One of the thirteen largest houses; identified by four of
the six presidents as liberal.

Group 19: One of the thirteen largest houses; one of the leading
"big name" fraternities; strongly social; identified by
four of the six presidents as liberal; Jewish.
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Sororities

Group 20: One of the nine largest sororities; strongly social; Jewish.

Group 21: One of the six medium-sized sororities; not significantly

mentioned by the presidents as prominent on the seven

characteristics.

Group 22: One of the six small sororities; not significantly mentioned

by the presidents as prominent on the seven characteristics;

Black.

Group 23: One of the nine largest sororities; not significantly

mentioned by the presidents as prominent on the seven

characteristics.

Group 24: One of the nine largest sororities; one of the leading

"big name" sororities; strongly social; Jewish.

Group 25: One of the six medium-bized sororities; one of the leading

"big name" sororities; strongly social.

Group 26: One of the nine largest sororities; one of the leading

"big name" sororities; strongly social; identified as

liberal by five of the six presidents.

Group 27: One of the six smallest sororities; strongly academic;

Jewish.

Group 28: One of the nine largest sororities; strongly academic;

identified as liberal by five of the six presidents.

Group 29: One of the nine largest sororities; identified as conser-

vative by four of the six presidents.

Selection of the Religious Organizations

At the time we began our study, there were some 25 religious

groups listed with the University's Office of Religious Affairs. Some

were student fellowships sheltered by local churches. Others were local

affiliates of national student religious organizations; a few were

autonomous locals unconnected either with a specific church (although

they were usually denominationally identified) or with a national

organization. Our first step in working through this maze of groups

was to speak with officials in the Office of Religious Affairs and with

variour campus ministers. Although the Office of Religious Affairs has

emphasized the integration of student religious groups into the larger

University environment and has taken on an intellectual, liberal, non-

evangelistic view of the role of religion in the lives of students, not

all groups shared these orientations. The year before ire began our work,

the Office of Religious Affairs conducted a study of religious groups
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which tried to find out what roles they saw themselves playing in the
University community. The following variety of responses turned up,
based on interviews with the director or advisor and a student officer
from 22 responding groups (Table VI:6).

TABLE VI-6

Self-Perceived Roles Played by Twenty-Two Religious Organizations

0.1. "Describe briefly the role and function of your religious
organization."

Commitment to Jesus Christ and Evangelistic outreach
Ministry to people of own denomination
Ministry to people of own denomination and ministry

to the campus
Provide the kind of atmosphere and program where

questions could be asked and growth take place
Relate religion to the world and its problems
International community
Promote understanding among all religions

2 groups

4 groups

5 groups

5 groups

4 groups
1 group
1 group

Q.2. "Who decided what the organization, role and function of your
religious body should be i.e. a national bod a local board,
the pastor?"

Stt dents on a student committee with the counselor's aid 8 groups
National headquarters, local board, students and staff 5 groups
National body gives advice but students and counselor

are fairly autonomous 4 groups
Local board helps students and counselor 3 groups
Counselor, responsible to a local board 1 group
Students 1 group

Q.3. "Is your orwmization related or actively seeking to be related
to people in the University cormaunity who are not membsrs of

your religious group?"

Yes 13 groups
No 4 groups
Not actively seeking but open 5 groups

Q.4. "Do you see your group as an agent for change in the University?"

Yes 13 groups
No 9 groups
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In addition to information from this study, we asked a liberal
campus minister and a lay advisor to a very conservative student
religious organization to rate student religious organizations on a
six-point scale ranging from extremely fundamentalist-conservative to
extremely anti-fundamentalist-liberal. Despite the rather basic
religious differences between them, these two men agreed exactly in
their ratings of 12 out of 17 cases. Of the five disagreements, all
were on the same end of the continuum. The distributions are shown
in Table VI-7.

TABLE VI-7

Ratings of Seventeen Religious Groups on Degree of
Fundamentalism by Two Informants

Total Agreement

Extremely fundamentalist
Very fundamentalist
Somewhat fundamentalist
Somewhat anti-fundamentalist
Very anti-fundamentalist
Extremely anti-fundamentalist

Partial Agreement

2 groups
4 groups
3 groups
1 group
1 group
1 group

Informant 1: Very fundamentalist
Informant 2: Somewhat fundamentalist 1 group

Informant 1: Somewhat anti-fundamentalist
Informant 2: Very anti-fundamentalist 1 group

Informant 1: Somewhat anti-fundamentalist
Informant 2: Extremely anti-fundamentalist 2 groups

Informant 1: Very anti-fundamentalist
Informant 2: Extremely anti-fundamentalist 1 group

Total 17 14roups

On the basis of these ratings and the self-descriptions of role
and function drawn fram the Office of Religious Affairs study, we were
able to choose five eharply differentiated religious groups, adding
diversity in size and structure as bases for selection. The final
list of groups, identified by number, is described briefly below:

Group 1: A small group sponsored by a local church; highly integrated
into the adult congregation;.described as extremely fundamen-

t
talist by both informants; sees its role as evangelistic.
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Group 2: A large amorphous group sponsored by five churches but with
its own tndependent facility on campus; no clear definition
of membership; described as extremely anti-fundamentalist by
both informants; sees its role as relating religion to the
world and its problems.

Group 3: A large chapter of a national religious organization for
students; no church affiliation; described as fundamentalist
by one informant, somewhat fundamentalist by the other; sees
its role as evangelistic.

Group.4: A large group connected to the campus church of a major
denomination; membership is automatic for any student who
identifies himself as a member of the denomination; des-
cribed as very fundamentalist by both informants; sees
its role as ministering to the needs of the people in its
own denomination.

Group 5: A medium-sized group sponsored by a local church of major
denomination; samewhat separate fram the adult congregation;
described as very anti-fundamentalist by one informant, as
only somewhat anti-fundamentalist by the other; sees its
role as ministering both to its own denomination and to the
campus more widely.

Two excerpts from interviews with the student president of
Group 1 and the minister-advisor to Group 2 convey a sense of the vast
gulf that lies between two groups on the same university campus; they
are from (and in) different worlds.

Interview with Geor e Chalmers president of Group_l

Members of Group 1 are recruited primarily through
personal invitation. Although occasionally general announce-
ment in the Daily of activities are made, these are usually
unsuccessful in attracting new members. Sometimes members
canvass the neighborhoods in Ann Arbor in search of poten-

tial recruits. Apparently, anyone who comes to meetings
once or twice is subject to a great deal of pressure to join
the group; George and other officers make personal visits
to their homes to try to make friends with them and to
persuade them to join; even we were not immune from these.
Several days after the interview we both received from
George a short note along with a booklet on Christianity.
The great majority of new members are recruited from the
freshman class and, after the first few weeks of school,
the turnover is very small. Most of the students who join
as freshmen remain members for their four years in college.

There are many engineering students. Members usually come
from a very conservative religious background and George
classified them into two types: (1) those who want to escape
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from the University, who feel their beliefs are attacked
by professors and other students and who want warm fellow-
ship and support and (2) those who are thoughtful of the
criticism of their faith and are seeking answers to their
questions. George himself belonged to a Baptist church at
home and came to the church here upon the suggestion of his
home minister. Although the teachings of the church were
slightly different from those of his home church, he felt
that it would satisfy his needs. He wanted to find, first
of all, a church with devout beliefs for he has found, from
past experiences, that it is in such a group that people get
together most often to discuss their beliefs. He also wanted
to join a group in which the people were concerned about meet-
ing the community and one in which all members participate.

George sees this group as being very conservative and
existing in spite of a very liberal University. The group
makes little attempt to integrate the student into the
University; rather it isolates and protects him from the
liberalizing atmosphere and enables him to keep his faith.
George did not feel that the atmosphere of the University was
hostile, although he founi, especially in his English course,
that he was "a minority of one" because of his views. He
finds that it is particular individuals, not the University,
who show hostility to him because of his beliefs. He feels
that many students do not know enough about religion and are
not willing to investigate the possibilities that it may offer
them. George was somewhat concerned about the image that his
church has among the students. "We hear the label 'fundamen-
talists' tossed at us" and he feels that many people do not
know what this term means. Many students think that a funda-
mentalist is one who is overenthusiastic about religion with-
out knowing why. They also feel that a fundamentalist is very
rigid in his beliefs, does not consider other interpretations,
never changes and eompletely ignores the realities of the
world. In George's view, a fundamentalist is one who believes
in a fairly literal interpretation of the Bible, but does
leave room for other interpretations. In general, the doc-
trine of the church is ill appreciated among members of the
student body, so the group draws a fair number of students
who feel persecuted.. He feels that his group is moderately
successful and realistic in helping them solve their problems.

Interview with Reverend Fred Williams, advisor to Group 2

This group presents a unique problem to us in terms of
its membership. As Williams said, the popular saying is
"There is no (Group 2) and we are its membership." Actually,
there is no core of membership as such. Group 2 sponsors
a week-long program, and their big events are luncheons to
which they invite guest speakers. The average attendance
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ranged from 35-55 at these, and there have never been fewer
than 18 people. However, one of the group's problems is that
there is little overlap among the people who come to the dif-
ferent activities; the students come to hear whoever they are
interested in, and Reverend Williams accounts for the lack of
core membership-in terms of the pressures of the trimester ando

the movement away from "groupness." There is a council, con-
sisting of several students who share in the administrative
work and program planning. The membe,s of the council have
been elected in the past, but Williams feels that this is
an inappropriate method because of the lack in overlap of
attendance from meeting to meeting.

In an attempt to attract members, they send mail to
all those whose names they receive from registration. How-

ever, there is very little response from these people.
The active mailing list, which numbers in the hundreds, is
far more important in raising attendance at meetings. Any-

one who walks through the door is put on the mailing list

if his name is known, and hundreds of people walk through
the door every month, for one reason or another. Despite

the fact that Group 2 is sponsored by five different churches,
only 10% of the students who come are affiliated with these
denominations. The other 90% are non-church related stud-
ents, and a large number of them are Jews. Both graduates

and undergraduates attend group activities, a mixture which
pleases Williams. He also mentioned, "We don't hang on to
many freshmen, but the ones who stay are the ones who are

on the dean's list." A special effort is made to attract
foreign students. An attempt was also made to attract
engineers, but this was completely unsuccessful. When

Williams first came, seven out of ten members were engin-
eers, but now none at all attend.

In reply to the question, "What are you trying to do?"
Rev. Williams said, "The campus is an intellectual community,
and any group which wants to be integral to the life of the
community should have the smile flavor." The group is con-

cerned with the thtellectual development of students as
well as their emotional growth. Williams does not draw a
line between the religious and the secular; he is not afraid
of the secular, but rather is very involved with the world.
He feels that the sacred is implicit in the secular, and
that this is the way God, "if there is one",..wants'it to be.

Selection of the Political Organizations

The task of selecting political groups was straightforward. When

we began our work in the fall of 1965, there were twelve permanent

or ad hoc political action or political discussion groups listed with
the Office of .Student Affairs. .Nembership overlapped in some of these
groups--some members of the local chapter of SDS, for instance, also

-256-



belonged to the University of Michigan Student Employees' Union. Wewanted to avoid selecting groups whose membership overlapped to anysignificant degree, since our aim again was a divezsity among the
political groups. We also wanted groups that were permanent and hadsome history on the campus. Our choice was pretty well determined bythe groups which met these exigencies. These are:

Group 6:

Group 7:

Group 8:

Group 9:

a large, leftwing chapter of a national student organiza-
tion unconnected with either major political party.

a small, rightwing chapter of a national student organize-
tion unconnected with either major political party.

a large, liberal chapter of a national student organizationconnected with one of the major political parties.

a large, moderate chapter of a national student organiza-
tion connected with one of the major political parties.

Initial Contacts and Data Collection

Our first contacts with the groups directly, once we had selectedthe ones we wanted and gained a sense of their disposition to partici-pate, were with the president and/or officers of each of the twenty-nine groups. In these early conversations we described the goals ofthe study, emphasized the contribution knowledge gained from the studycould make to the groups themselves, and strongly urged the full par-ticipation of group members in answering the questionnaire which wouldbe administered or mailed in the near future. With the consent of theofficers, we visited each group at the earliest date to describe thestudy and to enlist the participation of the membership. Our greatestinitial cooperation came from the religious groups. Political groups,especially the two non-party ones, gave us the most difficulties--a
response, we believe that reflected their political ideologies. Wewere asked questions about the funding of the project, what the "real"reasons for the Mnuly were, what the group would be getting out ofparticipation. After several approaches, these groups did agree toparticipate on an individual-choice basis, but we never achieved thedegree of cooperation fnym them that we did from many of the other
student organizations.

A few of the fraternities and sororities were also unenthusiasticat the beginning because of apathy or over-exposure to researchers, butwe found that later participation rates were not predictable from first
reactions, whether favorable or unfavorable. One fraternity, Group 19,received two presentations we made at the house with keen interest butthe group overall ended up with one of the lowest return rates. Anotherhouse which had begun most unfavorably came through with a respectablereturn.



Having secured the agreement of the groups, we sat down with the
president or membership chairman of each group to secure an up-to-date

membership list of people who had participated to varying degrees in

the group during the academic year 1965-1966. For the fraternities

and sororities, this presented no problem. Members are clearly defined

by the Greek system as anyone who has rushed, pledged, been initiated,

and has not depledged; it includes people who may not live in the house;

it excludes pledges who have not yet been initiated into full member-

ship (pledges were defined as "new members" in the fall 1966 continua-

tion of the research, described below).

We had our greatest difficulty with the four political groups and

with two of the religious groups. Group 2, as we have indicated al-

ready, is not a real membership organization; people participate in dis-

cussions and activities sponsored by the group, and it is often a matter

of chance whether they "sign up" with Group 2. There are officers and

an active minister-advisor who form the steering conmiittee, and it was

these people whom we asked to define a "membership list" for the pur-

poses of the study. They were able to-do this without much trouble by

turning to recent sign-up sheets or through their personal acquaintanCe

with individuals who turned out fairly often to group functions. In

asking them to draw up the list, we emphasized that we wanted a range

of people in terms of degree of participation, and we went over the

final list with them to make sure they were not missing those who had,

signed some list only once during the year. We succeeded in getting

a diveriity of participation, at least among those who had come to

some group activity and signed up or were visible to the steering com-

mittee; we do not, of course, know anything about those who were invis-

ible.

We proceeded in the same manner with Group 4 which, in principle,

defined as "members" all adherents of the particular denomination with

which the group is associated. Here, the problem was less difficult

than it was with Group 2, since Group 4 does have general meetings

regularly and keeps track of who comes to these meetings. It was the

latter, not the larger pool of adherents, who we took to be eligible

for the study.

Although the political groups have a floating population of

members, they do keep a relatively accurate and up-to-date list of

participants for their own purposes. We were given access to these
lists, emphasizing as we did with all the groups that we wanted the

names of marginal participants as well as central ones. In some cases,

names of people who had not participated recently were picked up but,

generally, the political groups came through with accurate lists of

members who participated in varying degrees during the year.

Questionnaires were distributed at the end of the spring 1966

trimester and itien-dE tfie'beginning of the fall 1966 trimester. The

questionnaires were in two parts: a "group" questionnaire which fo-

cused on the respondents' recruitment to, participation in, and
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perceptions of the groups; and a "background" questionnaire which
directly paralleled the senior questionnaire from the broader study,
with questions on experiences within the..univerisity, values, attitudes,
friendships, biographical information, and so oh. At this time, and
throughout the administration period, we also c;Imducted "informant"
interviews with at least two active members and current or past officers
of most of the groups. These interviews, all of which were tape-recorded,
enabled us to get a "feel" for the groups which would enhance the
analysis of the questionnaire data, as well as to zero in on questions
pertinent to each group which could not be asked in the questionnaires.
We knew, for instance, that some organizations had recently undergone
serious factional conflicts or had changed the directions of their pro-
grams and we could question informants about such matters in great
detail.

Administration of the Questionnaires

Letters were sent to all people (same 2,000) listed as members of
the twenty-nine groups early in March, 1966, inviting them to either
come to the Institute for Social Research on designated days to fill out
the questionnaire or to return the questionnaire by mail.

The overall return rate for the Spring, 1966: administration was
thirty-three percent. The rates for the four different types of groups
were as follows:

Religious groups: 35%
Political groups: 21%
Fraternities: 27%
Sororities: 44%

Over the summer, we devised various ways to improve the return
rates: first, we shortened the questionnaires by about a third, drop-
ping questions from the first form that were least essential to the
purposes of the study. Second, we were ready to go back to the groups
at the very beginning of the term to re-administer the questionnaires
as soon as the groups had gotten underway. Third, we tried to set up
times when we could get members to fill out the questionnaires at their
own group meetings. Through all these means, we were able to raise
the response rate considerably.

The final return rate after this second round was 47%. This rate
was raised to 64% by a very short form of the questionnaire (the "short-
form" questionnaire) which was sent after several reminder letters had
produced no further returns. In evaluating the adequacy of this return
rate,it should be kept in mind that our definition of membership included
many people only marginally connected with the group.

We were able to locate 960 new members (in the case of fraternities
and sororities, these were pledges of the previous spring who had just
been or would soon be initiated) who had just begun participating in the
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groups in the fall of 1966. These students were sent a short group

questionnaire and a regular. Ilbackground" questionnaire; those who did

not respond after several reminders were also sent a "short-form" ques-

tionnaire. The return rate for new nmmthers for the full questionnaire

was 48%; with the "short-form", this rate rose to 66%.

Combining old members and new members across all,the groups and

questionnaire formm yields a final return rate of 64%.' The return

rates and effective working N for each group are summarized in Table

VI-8.

The poor return for religious group 2 and political group 6 are

important to keep in mind. Both are liberal to radical politically,

and we fear that we were victims of the mistrust and antipathy to any

kind of research among such groups, a feeling which is even stronger

today. Fraternities 11 and 19, and to a lesser extent, sorority 25,

also fall below the average return rate. Overall, however, the frater-

nities and sororities show a consistently high response--an indication

of the clarity of the definition of member and the greater cohesiveness

of these groups as compared to the religious and political groups.

Reliability and Bias

We were concerned about the time lag between the spring and fall

administrations of the questionnaire, and as a check devised a ten-

minute form consisting of a subset of questions from the spring ques-

tionnaire which wes administered in the fall of 1966 to a sample of

students who had completed the full questionnaire the previous spring.

Table VI-9 gives the correlation coefficients for the 324 people on

whom we have data fram both sources.

TABLE VI-9

Correlations Between Spring, 1966 and Fall, 1966 Responses (N=324)

When first associated with group-month .897

When first associated with group-academic year .847

Attendance at commdttee meetings .598

Attendance at board meetings .755

Attendance at general meetings .609

Attendance at social events .665

Attendance at community service activities .593

6
Some of the non-respondents filled out questionnaires fram the larger

study. When these people are included, the rate of,return rises to

76% for background data.



TABLE (cont)

Correlations Between S rin 1966 and Fall 1966 Res onses N=324)

Time per week spent on group .670

Participation in group compared to other groups .832

Importance of the group .624

Sense of belonging .687

R's agreement with group .562

Eighty-five percent of these respondents intended to participate
again in their groups during the academic year 1966-67. The reliabil-
ities of the questions which ask about factual matters--when the re-
spondents first became associated with the group, how their pirtici-
pation in the groups compared_with the other.groups--are very high.
Reliabilities on questions more dependent on current relationships and
attitudes toward the groups are somewhat lower, but still significantly
greater than chance. Furthermore, reliabilities for most analyses of
the data will be even higher, since the variables to be used will be
combinations of two or more single items. At least for this group of
highly committed members, then, the questions do seem to tap stable
facts and attitudes, and it appears that the period between the first
administration in March-April and the second administration in October-
November did not make a great deal of difference.

Various Ways of Assessing Bias. We were also much-concerned
about the biases in our sample due to non-respondents--particularly in
certain groups--and about the characteristics of those who completed
our short-form questionnaire as opposed to the longer forms. Although.
we have no direct information about non-respondents, we can look at the
characteristics of the groups with varying return rates as a way of
understanding the forces that mil* have produced greater cooperation
in some groups rather than others. Of course, these group characteristics
are based on aggregating the answers given by members who did participate;
we cannot know for certain how the group characteristics would have been
affected by those who did not answer the questionnaires.

The twemty-nine groups were placed into three categories:

Below Average Return Rate. Those groups with a return rate of
54% or less - i.e., at least 10% below the overall return rate: groups
2, 6, 8, 11, 19, 25.

Average Return Rate. Those groups with a return rate between 55%
and 73%, i.e., within 10% of the average return rate: groups 1, 4, 7,
9, 10, 13, 14, 17, 20, 24, 26.

i;
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Above Average Return Rate. Those groups with a return rate of

74% or more, i.e., at least 10% above the overall return rate: groups

3, 5, 12, 15, 16, 18, 21, 22.

We ran these three sets of groups on a number of items and indices

from the group questionnaire such as various group interests and values,

respondents' own interests and values, description of group atmosphere,

amount of socializing, reasons for conforming to the group, group in-

fluence, and several different measures of involvement and participa-

tion.

The Below Average groups are the most liberal, unconventional and

untraditional on every measure; they are most intellectual and political

in their interests. These groups are open--so open, it appears, that

there is little group pressure or support for much of anything, includ-

ing the answering of questionnaires. These groups are low in a sense

of effectiveness in reaching their goals and weak in loyalty and commit-

ment to other group =Ambers, :ues, and activities. It is therefore,

not surprising that we found it difficult to extract cooperation for

our study from such loosely orgaiclized groups.

The Above Amerage groups are more conservative in their values and

mcae religious. They are also extremely powerful groups; they command

the commitment cf their members, offer the most comfortable, affective

environment, give members a sense of goal-achievement, exert strong

pressure on values but at the same time lead members to feel that they

can have an influence on their groups.

The Average groups lie between the other categories in measures

of loyalty, commitment,and attraction. They seem to offer less support

for adherence to group norms than do the Above Average groups and to

rely more on formal, instrumental inducements and constraints. More

coherent than the Below Average groups but less cohesive than the Above

Average groups,,there is enough group pressure to muster a respectable

response to our study but not an overwhelming one.

We asked ourselves the further question: are the findings for

the Below Average groups descriptive of the groups or are they more

descriptive of the members who happened to fill out our questionnaires?

If the latter is the case, we are led back to the question of bias--

but in a direction that is the opposite of what is usually expected in

analysis of bias in survey research. Particularly in questions tapping

members' relations to the group--participation rates, length of member-

ship, commitment, attraction, and so on--one mould expect to find that

respondents in the low return groups wcmad report greater participation

and commitment than respondents in the high return groups, since, it

would be asswmed normally, the least involved members would be under-

represented and the most involved over-represented.
Instead, we find

that the respondents from the low return groups are lowest of all three

categories on these measures of involvement and commitment.



Could it be that the bias effects were indeed going in the other

direction, that the most active, committed people were least likely o

cooperate while the least active people were most likely to respond? We

went back to our records, wliere we had recorded ratings by officers of

those members who had been active in the groups in the academic year

1965-1966. In each of the groups with below-average return rates, we

computed the proportions of active and inactive members who returned the

long form of the questionnaire either in the spring or the fall. (Table

VI-10).

TABLE V1-10

Proportions of Active Ins. Other Members Returning Long Form

in Below-Aversse Return Rate Groups

Actives

Group 2 22%

Group 6 4

Group 8 32

Group 11 14

Group 19 17

Group 25 25

Others

.0%

17

8

21

20

14

Active members of group 6, the leftwing political group, are under-

represented among the respondents. To a lesser extent, groups 11 and

19, both fraternities, work the.same way. Thus, we have a clear bias

in group 6 toward the over-representation of recent, less active recruits

and a similar, though less strong, bias in groups 11 and 19, factors for

which we will have to make allowance in our analysis of the separate

groups.

Another way to look at bias is to examine the differences among

respondents who filled out the various forms of the questionnaire. It

is realphable to expect that "short-form" respondents, as compared to

people who filled out the longer questionnaires, would show less

involvement, attraction, and commitment to the groups. Differences

should be less pronounced among old members who returned long-form ques-

tionnaires in the spring and fall. We ran the same items and indices

separately for the following groups, (1) old members who answered in

the spring of 1966, (2) old members who answered a long form in the fall

of 1966, (3) old members who returned a short-form, (4) new members who

answered in the fall of 1966, (5) new members wbo returned a shortform.



Fall respondents are more recent recruits, we discovered, yet on
measures of involvement, it does not appear that they are very different
from the spring respondents. They report higher rates of participation,
view the group as just as important, have as strong a sense of belonging,
attraction, commitment, and report as many friends in the group as spring
respondents. Fall respondents do, however, feel somewhat less agreement
with the beliefs and values of their groups, which may be connected with
the fact that they have been exposed for a shorter time to group norms
and values.

Spring members do not report significantly more pressure to partic-
ipate even though, in fact, they participate in group activities to a
lesser extent than fall members. Their alacrity in responding to our
questionnaire seems to be based on their longer membership in their
groups and on their overall sense of agreement with group values. Fall
members, however, cannot be described as less committed; rather, they
appear to be newer recruits who may not have felt knowledgeable enough
to complete the long questionnaire when we first approached them.

The comparison with "short-form" respondents yields about what we
initially expected: both sets of short-form respondents, old and new
members, participate less than the other response groups, fr!el least
attraction, sense of belonging, and have the fewest friends in their
respective organizations. Old member short-form respondents joined
their organizations later and had been members longer than the fall old
member group. We cannot know with absolute certainty whether these
short-form respondents were at one time committed members whose interest
in the group waned, or whether they maintained a consistently low level
of commitment throughout their association. However, we were able to
check on this indirectly by looking at responses to questions about
continuouo vs. intermittent contact over the years. Both old and new
short-form respondents report more intermittent contact with their groups
overall. It seems likely, then, that the short-form respondents were
marginal members not only at the time we conducted our study but during
most of their association.

This is not because they are alienated from their groups: new
members who returned the short form feel a higher level of agreement
with their groups than do new members who filled out the long form;
and old members who filled out the short-form are more in agreement
with their groups than are old members who filled out the long forms
in the fall (Nat not more than spring old members). We can pretty well
discount, then, ideological difference as a basis for the weak response
of the members who returned the short-forms; rather, they seem to be
people who, for whatever reason (age or conflicting demands), "associate"
with but have not really participated to a great extent throughout their
connection with their groups. We view this affirmatively, as broadening
the range of the study. This means, however, that we will have only a -

limited amount of information about the groups from peripheral members
and that, in many analyses, most descriptions will come from (and be
most applicable to) more centrally involved members--with the exception
of group 6, where we have Lea.rned the reverse is true.
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Selectivity and Homogeneity of Membership

The first question we must ask about the groups in the study is
the extent to which their memberships represent a microcosm of the largerstudent body, or on the other hand, are selective subgroups with specialcharacteristics. We are interested, here, in comparing the groups bothwith the random sample from the larger study, and with one another on aset of characteristics, values and attitudes which are especially rele-vant to students' experiences within the University. We expect that,on some of these characteristics,

many of the groups will not differ
greatly from the general student population while, for others, particu-larly on those characteristics which are most connected to the groups'
raissions--for example, religious values of members of religious groups--we will find great disparities. These disparities will begin to illumi-nate the bases for self-relectivity and selective recruitment into thevarious organizations (Objective B of this study of student organiza-
tions.)

It is crucial that we have a baseline for comparison. Otherwise,we could not know the extent to which any particular group or set of
groups deviate fram the student popnlation. Data from this analysis
are drawn from responses to the Background Questionnaire which used asubret of questions from the questionnaire given to the seniors in thegeneral study. Thus, we are in a position to compare responses fromeach of the student groups tested in 1966 to the distribution of responsesin the combined 1966-1967 senior testing of the larger study. Onecaveat: It should be recognized that the student groups include stud-ents from all class levels, from freshmen to graduate students; thesample from the larger study includes predominantly seniors.

The results of the analysis for a set of important questions commonto both the student organization study and the larger study are representedin Table VI-11. The black fraternity (group 13) and the black sorority(Group 22) have been dropped from this analysis because of insufficientN's. The results for the senior sample are given in the last column
headed MSS, which refers to the Michigan Student Study.

Famil Back round Variables

In general, and not surprisingly, members of fraternities andsororities are drawn disproportionately from high status families; thisis especiallytrue for the sororities. In the senior sample of the MSS,54% of the fathers have college degrees or more. All of.the sororities,and five of the fraternities, exceed this proportion--in some cases, toa very great extent. Two of the Jewish fraternities (10 and 14) and oneatypical fraternity, the scholarship fraternity 12, report educationallevels which are lower than the senior sample.

Educational levels are also very high in the right-wing political
group 7, and not as high but still greater than the random sample ingroup 6, the left-wing organization, and in group 2, the liberal religious

-267-
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group. Group 1, the fundamentalist religious organization, reports the
lowest proportion--25% of members' fathers have college degrees.

These findings are generally paralleled in the family income data.
Sororities, with the exception of group 29, come from families with
extremely high incomes: while 55% of the random sample report incomes
of $15,000 or more, 85% of sorority. 24 and 83% of sorority 20 reach this
level. Although the fathers of meabers of fraternities 10 and 14 are
not as well educated as fathers of other fraternity members, their income
levels are very high; the reverse is true for fraternities 15 and 18,
where the proportions with high education exceed the proportions with
the highest incomes. Income levels, like education, remain low in the
scholarship fraternity.

Although fathers' education is very high in the right-wing political
organization, family incomes are proportionately below the average. This
may be an indication of the status inconsistency which some writers have
suggested is the source of right-wing politics. The family incomes of
members of political and religious groups are not as high, and less hamo-
geneous than the random sample, and more strikingly, than most of the
sororities and fraternities. Indeed, 53% of the family incomes in group
1, the fundamentalist group, 447 in group 4, the Catholic group, and 42%
in group 3, the evangelical group, are below $10,000 per year--in contrast
to 19% in the random sample and a range of 2% to 17% among the sororities.

High socio-economic status, then, is a clear conditioner of member-
ship in most fraternities and sororities, with the exception of the
scholarship fraternity and two Jewish fraternities; in the latter case,
the fathers make up in income what they lack in education. Relatively

low socio-economic status is characteristic of the fundamentalist group
and, to a lesser extent, of the evangelical religious group 3 and the
Catholic group 4. A disparity between high education and lower income
levels is suggested in Group 7, while the remaining religious and politi-
cal groups fall in the middle and show greater internal variation on
the two status measures.

There is also great consistency among the fraternities and soror-
ities on the political party identifications of their fathers.
Fathers of students in the Christian groups are overwhelmingly Republican;
fathers of members of the Jewish groups, as well as the scholarship
fraternity, are strongly Democratic or independent in their political
loyalties.

The party preferences of fathers of political group members are
clearly in the direction of the values of their children's groups, but
the surprising point to note is that there is not more homogeneity.
Sixteen percent of the fathers of the left-wing students and 18% of the
fathers of the Democratic group members are Republicans, uadle 13% of
the fathers of the right-wing students (but only 6% of the fathers of
Republican group members) are Democrats. Indeed, there is more political
homogeneity in some of the faternities and sororities. It appears, then,

at least for a certain minority of students in groups 6, 7, and 8,
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membership in those political groups represents some break with the
family's political loyalties.

Two of tbe religious groups--3 and 5--are strongly Republican in
background, idhile there is more of a mix in the other religious groups.
Again, it is interesting that the fathers of students in the liberal,
ethically-concerned religious group 2 are not highly concentrated in the
Democratic party; over one-third are identified with the Republican
party. The gap between family and group political orientations would
not seem to be as saaent for students in this religious group as in
the three political groups, yet some students in group 2 from Republican
backgrounds mist experience a rather dramatic challenge to their received
political loyalties. Indeed, as we shall see in a little while, students
from Republican families in group 2 defect from the Republican party in
greater nuthbers than do the students from the larger study and most of
the other student groups.

The final family background variable in this series is the size of
the city or town in which respondents grew up. Here, there arevide
,variations among fraternities and sororities; groups 12, 14, and 24
have high concentrations of students from cities or suburbs of 2 million
or more; roup 17 has a large minority of members from small towns.

Members of political group 6 are overwhelmingly fnym large metro-
politan areas amd, to a lesser extent, so are members of groups 7 and 8.
One is struck, conversely', by the large proportion of small-town students
in the two highly conservative religious groups; 36% in group 1 and 30%
in group 3 are from towns of less than 10,000. Here is the first bit
of evidence for viewing these groups as enclaves protecting their members
from the more cosmopolitan influences of the University.--

There is no compelling reason to suppose that the concentration
of "big city" vs. "small town" students in some of the groups is in
itself a basis for selection. A better case can be made for the status
and political characteristics of students' families as providing a basis
for screening new-methbers. Even with these, however, a more sengible
view would be that these background variables are associated with and
symbolize other experiences and attitudes that are more directly related
to the process of selection into various student groups. A small town,
Republican middle class upbringing implies a set of academic, social,
and other choices which may be very different from an urban, Democratic
middle class upbringing. We turn now to the variables more directly
related to the college experience.

Religion,

We asked students to indicate their present religion preference and
then whether this was the religion in which they had been reared. Twenty-
seven percent of the senior sample said they had no religious preference



(and 29% said that their own preference was different from their family

background), 37% identified themselves as Protestants, 12% as Catholics,

and 24% as Jews. Almost all of our groups depart dramatically from

this picture. The Christian fraternities and sororities, with the

exception of group 12, the scholarship fraternity, are Protestant groups.

There is a smattering of Catholics and Jews in these groups, as well as

those who no longer identify with a religious group. The Jewish frater-

nities and sororities have memberships which are even more homogeneous

on religion--and their members report very low defections from the family

religion, an indication that the religious homogeneity of these groups is

maintaining their rumnbers' original religious identifications, despite massive

pressures on students, especially Jews, to give them up. Only one sorority,

group 28, exceeds the average percentage of the random sample reporting

no religious preference. (0f course, fraternities and sororities include

lawer classmen, who would be less likely to report no religion.)

It is astounding to see that only 1% of the members of religious

group 2 call themselves Protestants. But almost 40% of the members of

group 2 report no religious preference, 44% are apostates fram their

family religion. The other religious groups are more "successful" in

attracting and maintaining a homogeneous religious identification: 98%

of group 1, 977 of group 3, 95% of group 5 are Protestants, and 98% of group

4 are Catholics. No member of group 1 says he does not have a religious

preference, and tiny percentages in groups 3, 4 and 5 report no preference.

Members of political group 6 on the whole have given up a religious

identity: 67% have no preference. Group 7 also has a large proportion

of students with no religious preference. Like Group 9, group 7 under-

represents Jews and has a large percentage of Protestants. But group 7

differs from group 9 in having more Catholics and in the number having

no religious preference. Group 8 over-represents Jews and under-represents

Protestants, while the reverse is true for Group 9.

The range in attendance of church services at least once a month
is wide indeed. Anumag fraternities and sororities, it spans from zero

to 66%. (Those reporting no attendance at least once a month are both
Jewish sororities.) Among political groups, the range is from 5% in
group 6 to 57% in group 9. Among religious groups, the variation
derives from group 2, where only 29% of the members report such frequent
attendance, which is just about the average for the MSS seniors. The

four other religious groups show overwhelmingly high proportions of
members attending religious services on a regular basis.

Politics

Looking at the distributions of students' political party prefer-
ences, it is clear again that the Christian fraternities and sororities

remmin disproportionately Republican and that the Jewish fraternities
and sororities continms their fathers' allegiance to the Democratic party.
Homever, it is crucial that, just as students generally are moving away
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from the Ite.publican party and toward independent voting (the Republican
party declines 14% from father to child in the MSS, the Democratic party
maintains itself,."independent" and "other" gain 14 percentage points),
so do members of the fraternities and sororities. The degree of move-
ment away from father's party preference varies from group to group but,
in every case except the scholarship fraternity whose members seem to
become more Republican (ehe conseryatizing implications of upward mobility?),
the proportion of Republicans' declines. Generally, the degree of loss is
equal to or a bit lower than the 12% of the random sample, indicating
that members of Greek organizations are moving along with the tide toward
liberalism in the wider student body, but are neither actively hindered
or facilitated by the group. There are two groups, however, which show
dramatic shifts away from Republicanism toward independent voting:
sorority 28, with a Republican loss of 26% and fraternity 11, with a
Republican loss of 24%. The extent of change in these two groups may
indicate the operation of group norms in the political area. Whether
or not this is the case for these two groups, it is clear that frater-
nities and sororities are not conservatizing influences, in the political
area, as stereotype would have it, but they are not dramatically liberal-
izing either. Put anothar way: fraternities and sororities in general,
seem to have little unique itcpact on political attitudes over and above
the effects of the University.

Political groups, on the other hand, may have a unique impact.
Here, it is important to examine each of the political organizations
in some detail. Group 9, drawn overwhelmingly from Republican families
but with some Democrats and independents, smoothes these rough edges;
92% of the numbers report the Republican party as their own party prefer-
ence. Much the same happens with the other party-oriented group (8);
the majority of members are recruited from Democratic families but a
large minority are drawn from Republican or independent homes; these
latter members, in their own party choices, move en masse to the Demo-
cratic party. Group 7, the right-wing organization unaffiliated with
one of the major political parties but clearly in closer sympathy with
the Republicans, shows some movement toward the Republican party (a
gain of 8%) but an even stronger movement toward independent and "other"
political choices (the latter would include some version of the organiza-
tion's conservative ideology). Thus, boeh groups 7 and 9 are moving
against the tide in the University generally, and in a certain sense,
have a much more difficult task of influence and maintenance than group
8, which is pushing its members in a direction that is more consistent
(i.e., students from Republican homes move into the Democratic party
in group 8, where they move into the independent category in the senior
group). Group 6 presents an interesting case of movement away from
both parties: only 2% of the 167. who say their fathers are Republican
identify themmelves as Republicans and,'even more dramatic, only 19%
of the 617 whose fathers are Democrats remain Democrats. A full 807.
of the members of group 6 are independents, socialists or subscribe to
some other non-traditional political ideology.

Whether one chooses to describe group 6 as pushing at the head of
the tide--since after all the student body is moving away from the two
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parties, though in a less wholesale fashion--or as so far out that the
rest of the students will never catch up depends on one's prophetic
intuitions. It is not too much to say, however, that group 6 represents
the political avant garde of the student body and, clearly, has pervasive
impacts on its members' political values.

We should not be surprised to see that the liberal religious group2 shows a movement away from the Republican party which is more wide-
spread than the NM group: from 35% Republican fathers, only 9% of the
children so identify themselves; Democrats maintain themselves; independ-
ents and socialists increase. The other religious groups move about the
same degree in the direction that the general student body is moving.

We asked students to indicate the degree of importance to them of
national and world affairs. Only the political groups--here group 6
comes out very strongly--and group 2 show great interest. It is inter-
esting that groups 7, 8 and 9 do not show more interest in national and
world affairs than they do; only 44% of the members of group 9 say`this
is a crucial or very important area for them, perhaps because state and
local issues hold more interest. Religious group 5 and fraternity 14
have large minorities expressing keen interest in national or world
affairs.

Our question on Vietnam came after a year or more of political
activity on the campus against the wt.:: in Vietnam. Indeed, group 6
along with some faculty members had taken the initiative in several
demonstrations and teach-ins protesting the war. (Ninety percent in
group 6 oppose the war; 10% have mixed feelings; none support it.)
Group 2, also, was visibly active organizing discussion groups center-
ing on the war and foreign policy and in providing facilities for
several groups which formed in the wake of the bombing of North Vietnam
in 1965. (Seventy percent in group 2 oppose the war; 19% are pro-con;
11% support the government policy). These activities, and national
events, had an effect on student opinion by 1966 and 1967; seniors'
opinions are fairly evenly split among the three positions. The dif-
ferent fraternities and sororities vary in the actual proportions
endorsing each position and certainly show wide differences of opinion
but in general they tend to be less dovish than the seniors. Particu-
larly hawkish is fraternity 18, with the highest pro-war proportion of
all groups, including the right-wing political group and groups 12, 14,
15, 17, and 29. The two fundamentalist religious groups, the Catholic
group and the right-wing political group are also quite homogeneous
in the number of students supporting the government policy in Vietnam.
Although they do not oppose the war to a great extent, the Republican
political group does not endorse it strongly either--perhaps because it
was at the time the policy of the Democratic party. By the same token,
the Democratic student organization does not oppose the policy (this
was before the open split between doves and loyalists in the Democratic
party), but they do not support it strongly either.
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Academic-Intellectual Interests

We included a series of questions which tap students' academic
and intellectual attitudes and experiences. First, looking at students'
majors in each group, it is worth noting that there is a great variety
of subjects pursued by members in almost all the groups. There are
three exceptiOns to this rule; group 6 has an overwhelming concentra-
tion of social science majors; group 8 has a large number of social
science majors and a large minority of pre-law students; group 14 has
a large group of social science najors. Why one would find such a
large concentration of social science majors in this fraternity is not
at all apparent; there is a larger concentration there than in political
groups 7 and 9, where one could expect to find more students majoring
in one of the social sciences. In these latter two groups, no one area
predominates although just about one-third of the students in the right-
wing group are majoring in a pre-professional subject (pre-dentistry,
engineering, social work, nursing, pharmacy, etc.). Pre-professional
majors are greatly over-represented in the two traditional religious
groups, the Methodist group (5) and several of the fraternities. There
is a higher concentration of humanities (especially in group 28) and
education majors among the sororities, and there are more business
administration majors in the fraternities. But, as we have said, none

of these fields predominates.

Ten percent of the MSS seniors are in honors programs. Among the
student groups, the proportions range from 31% in group 6, 26% in group 8,
27% in group 19 to zero in group 1, two of the sororities and one of the
fraternities. Overall, fraternities, sororities and religious group

members show low involvement in honors work.

This is not true when students responded to a question about the
importance of classroom work, where very large proportions of students
in all the groups--most particularly those in group 1 and several of the
sororities--say classroom work is crucially or very important. It is

interesting that groups 2, 6, and 7 are among the lowest endorsers of
this question.

But when it comes to the importance of individual study and
research, a more internalized academic activity, groups 2 and 7 show
highest ratings. Again, several of the sororities and fraternities
are high on this item--but note the 12% in group 11. Like the random
sample, smaller proportions of students rate individual research as
being as important as classroom work.

Fewer students feel it is crucially or very important to know
faculty members. On this item, groups 2, 6, 7, 14, 20, and 25 come out
ten percent or more points higher than the senior samples in the pro-
portions feeling this is a crucial or very important aspect of college.

Intellectual exchange with other students is important for very
large proportions of sororities which, in contrast to the fraternities,



all exceed the proportion endorsing this item in the random sample.

Aside from group 3, all of the religious and political groups exceed

che random sample, especially groups 2 and 6.

Finally, it is interesting to note that the arts are not an impor-

tant area of concern for members of religious, political and fraternity

groups (excluding group 19). This is an important domain, however, for

the sororities.

Summing up so far, we have seen much homogeneity in the socio-

economic, religious and political backgrounds of fraternity and sorority

members but more variation in their religious, political, academic and

intellectual attitudes. Some of the fraternities and sororities are

clearly presenting religious and political environments_which are more

homogeneous than those experienced by non-affiliated students; overall,

these environments are more conservative than the general student body.

However, there are exceptions to this rule among some of the groups and,

even within the more traditional houses, one can see the effects of the

University on religious and political attitudes. Group 12, a scholar-

ship fraternity whose members come from poorer, less educated and there-

fore more Democratic families, appears to be developing more conservative

attitudes than the general student body and many of the other fraternity

members. There may be group reinforcement for this effect in group 12,

just as there were some indications of group impact in the other direc-

tion in sorority 28.

Another important set of data documented the variety of academic

fields represented in the different Greek organizations and the high

degree of support for the academic and intellectual aspects of college

life. This is especially striking among the sorority members who, on

the whole, come from the highest status families of the groups in the

study.

We found more heterogeneity in the backgrounds of the religious

and political group members, but much more agreement in attitudes--

particularly in those attitudes related to the groups' missions. Thus,

religious adherence and attendance shows little variation in four of the

religious groups, and party affiliation and salience of national and

world affairs take on a consistency in the political groups. In general,

traditionalism of one sort was connected to traditionalism of another

sort (as we shall see more directly in a later analysis of items on

religious, political and other forms of traditionalism): groups 1, 3,

4, 5, 7, and 9 are conservative both in religious and political terms.

Large numbers of students in these groups, 1 and 3 in particular, come

from lower-status, small town, Republican, Protestant families; they

major to a great.extent in the traditional upwardly mobile major and

minor professional fields.

Conversely, non-traditionalism in one area is connected to non-

traditionalism in another: groups 2 and 6 stand out in this regard.

These groups, in sharp contrast to the two most traditional groups,

contain a high concentration of urban students from high status families.



Group 2 should be singled out as a unique specimen of religious group;on almost all of our measures, it more closely resembled the two liberalpolitical organizations (6 and 8) than the other religious groups.
On the academic-intellectual items, we found more interest.in theless traditional, more personal forms of academic experience in group 6,where the highest proportions rate knowing faculty and intellectualexchange with other students as crucial in college; group 6 also has thelargest concentration of students in the honors program. Group 1 isvery high on the traditional emphasis on the classroom, while groups 2and 7 are strong in their concern with individual study and research.

Extracurricular Interests and Activity

Four different ways of finding out about students' extracurricularinvolvements sorted out the meaning of the extracurriculum for frater-nities and sororities vs. the religious and political groups. First,looking at students' ratings of the importance of campus issues andstudent government which, in general, is not an important area forstudents, proves to be surprisingly
unimportant to most fraternitiesand sororities. The highest proportiou of students saying campus issuesare crucial or important-18%is in fraternity 15, well known for theinvolvement of some of its members in student government and othercampus-wide activities. Group 6, with 30% saying campus issues arecrucial, is the highest on this item. Group 8 is second highest.

However, the next item which asked members to rate the importanceof school spirit activities pulls out the fraternities and sororities.Compared to the MSS sample, members of fraternities and sororities placea stranger emphasis on school spiritHomecoming,
football, etc.--whilereligious and political group members do not see these as important.In passing, it is interesting to note the low interest in school spiritin sorority 28, the group we earlier singled out for its larger thanaverage defection from the Republican party. Among the religious andpolitical groups, 5 and 9 are highest on importance placed on schoolspirit, while groups 2 and 6 are very low.

Back to an item that loses support from fraternities and sororities,the extent of students' extracurricular activity, MA note that althoughall groups are higlier than the MSS, fraternities and sororities have verylow levels of extracurricular activity. Even the most active fraternitiesstill have large groups of totally non-involved members. There are alsolarge proportions of totally uninvolved members in religious groups 1,2 and 5. The left-wing political group, the Republican group and theevangelical religious graup have the greatest proportion of studentsactive in extracurricular affairs.

Finally, it is not surprising to see that the fraternities andsororities, and especially the latter (with the important exceptionagain of group 28), show keen interest in dating. Dating is lessimportant to members of the religious and political groups.



Fraternities and sororities, then, are mainly interested in the

social and dating aspects of the
extracurriculum and seem much less

involved even in the traditional area of student government. Of course,

there are large enough numbers of students spread out over the whole

Greek system to man the important campus positions, but these are not

terribly compelling
activities for most fraternity men and sorority

women. Religious and political groups are not involved in any aspect

of the
extracurriculum to a great extent--social or otherwise. Of all

these groups, group 6 appears to be the most concerned about campus

issues, with a fair number of its membership participating in activities.

But outside of group 6, and even in this group, involvement in campus

affairs does not seem to be overwhelming by any means.

Value and Personality Variables

The final set of questions is a group which taps some fundamental

value and personality dimensions. Students were asked to rank a series

of eight things
students want to get out of college: "getting prepared

for marriage and family life;" "thinking.through
what kind of occupation

and career I want;" "having fun;" "enjoying the last period before assum7

ing adult responsibilities;"
"exploring new ideas--the excitement of

learning;" "establishing meaningful
friendships;" "finding myself, dis-

coverin what kind of person I really want to be;" "opportunities to

think through what I really believe, what values are important to me;"

"developing a deep, perhaps professional grasp of a specific field of

study." Table VI-11 reports the percentages of students who rank each

college goal as their first choice. Like the MSS sample, only small

numbers of students in the student groups rate preparing for marriage

and family life, having fun, or establishing meaningful friendships,

as their first choice--including
fraternity and sorority members, who

might be expected to rank these goals higher. Occupational preparation

is predictably not a first common concern of most of the sorority women,

while it is important to many more fraternity men. Among the religious

and political groups,
occupational preparation is of significance to a

smaller percentage of members, with a high of 23% in group 1 (recall

the large percentage in this group in pre-professional
majors) and a

low of 5% in group 6. Thirty-one percent of the members of group 1

ranked "developing a deep, perhaps professional group of a specific

field of study" first, indicating a deeper intrinsic
commitment to a

field of study, while this goal is of lesser importance to members of

other groups.

For the sample of students from the larger study (MSS), "finding

myself, discovering
what kind of person I really want to be" is first

ranked by the largest proportion of students. This is true to an even

greater extent among most of the fraternity and sorority members, with

the exception of fraternities 11, 12, 15, and 17. It is also the most

frequently ranked value in religious groups 2, 4, and 5 and political

groups 6, 7, and 8. The most deviant group on this item is group 1,

where only 4% of the membership ranked it first. For group 1, a much

more tmportant goal is the "opportunity to think through values."

Groups 3 and 9 join group 1 in the widespread importance of the develop-

ment of values.
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One might have expected greater endorsement of the value goal
among the other religious and political groups, but the next series
of items indicates that members of groups 2 and 6 are more involved
in questions of self-discovery and change. Compared to the sample
from the larger study, a disproportionately large number of students
in these groups are concerned with self-discovery and report much
change both in beliefs and values and in identity issues in college.
Conversely, members of groups 1 and 7 report less change in college
and, particularly in group 1, less concern with self-dis overy. The
fraternities and sororities vary a great deal on these items: on the
self-discovery question, the range is from 7% of the members of
fraternity 17 to 64% (the highest of all 27 groups) in sor rity 28
who say this is a crucial concern. The sororities in general are much
more concerned with self-discovery than all of the fraternities and
seven of the religious and political groups. Several of the sororities
also report greater change in college; here, sorority 28 again appears
unusually responsive.

Finally, we asked students to indicate the degree to which they
felt in disagreement with the values of the faculty and students at
the University. One is struck by the low levels of disagreement with
faculty among the fraternity and sorority members; in five houses none
of the members felt they frequently disagree with faculty. But as
compared to the 7% of the MSS sample who feel frequent disagreement
52% of the meMbers of group 1, 36% of the members of group 6, and 46%
of the members of group 7 perceive frequent disagreement. To a lesser
extent, but still more than the MSS sample, members of the other
religious and political groups respond in these terms.

Sense of disagreement with students is higher than disagreement
with faculty in all the groups as well as in the MSS sample but here,
again, the religious and political groups,with the exception of group 9,
report high levels of disagreement; three-quarters of the members of
group 1 and group 6 say they have frequent disagreements with students,
and over fifty percent in groups 3 and 7 feel this way.

To summarize, several general points are apparent from this set
of questions. There is a clear sex-role effect operating in some of
the items; fraternity mothers are much more concerned abOut occupa-
tional preparation than sorority members and sorority members are much
more focused on issues of self-discovery and change in college. Indeed,
sorority members emerge from these data as extremely open and respon-
sive to their experiences at the University. Another general observa-
tion is the law perceived disagreement with faculty and,to a lesser
extent, with students among the members of Greek organizations, an
indication of the high sense of integration these students feel in the
larger world of the University. Indeed, the fraternities and sororities
do not appear to be groups which are set against or subversive of the
larger setting. There is no evidence that fraternities.and sororities
make explicit ideological demands w!lich would set them against one or
another group in the University, and as we have seen, they share the
conventional academic values of the University.
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Religious and political group members feel themselves to be

more deviant. They experience more value conflict, particularly with
other students, and in some of the groups, more of a need to work
through the values they do hold. Some of these groups--the conserva-
tive ones in particular--react by resisting change and by warding off

introspection. Members of the more liberal groups react by looking
inside themselves and report significant changes both in their values
and in the ways they think of themselves. "Value" for these students
takes on a meaning that is colored by their awn personal development
during college.

Analysis of Items from the Group Questionnaire

The first set of analyses of the group questionnaire was directed
toward developing indices of group structure, values, and aggregated
characteristics of members to be used as independent variables on which
groups could be rated relative to one another. Although the actual

content of the questions which go into making up these variables is
different, the concepts that they are taken to represent are direct
translations of peer-level concepts into the context of formally
organized groups. In a few cases, some are uniquely group-level
variables--e.g., visibility of the group and leadership characteristics.
These variables can then be related to the key outcome variables in
the broader Michigan Student Study, where the groups in the student
organization study are viewed as providing a set of experiences whose
impact on members can be investigated along with informal peer groups,
dyadic friendships, and academic contacts. Similar students in differ-
ent groups, different students in similar groups, as well as students
who were not connected with any of the groups in the student organiza-
tion study can be compared from freshman to senior year.

Individual items for the total student organization study sample
(with a total N of 1,889 for all respondents) were run to test for
relationships among items, as a way of constructing multi-item indices
of the key concepts discussed in the theoretical section earlier. These
analyses are interesting in their own right, and the most significant
of them are presented in the following pages.

Participation

What levels and types of participation do the students across all
twenty-nine groups display? Two clusters emerge from a cluster analysis,
indicating different types of participation. One, which we have called
"Rank and File Participation," brings together such questions as the
constancy of affiliation with the group (i.e. whether affiliation has
been continual or intermittent), attendance at functions which are
available to all members such as general meetings and social events,
and the amount of time spent on group-related activities. Another

cluster, related to the first but clearly independent, is a "Leadership
Participation" cluster which shows high correlations among less available

3e0

1



roles and activities: holding an office, attending committee meetings,
going to conventions. Table VI-12 shows the intercorrelations among
the items in the two clusters.

TABLE VI-12

Intercorrelations Among Items in Rank and File
Participation and Leadership Participation Indices

Index of Rank and File Participation

Continual vs Attendance of Attendance of Attendance
Intermittent General Meetings Public Events of Social Events

Contact of Group of Group of Group

General Meetings

Public Events

Social Events

Average Time Per
Week Spent on Group

.33

.15

.31

.44

.31

.50

.36

.46

.30 .52

Committee Meetings

Board Meetings

Attendance at
Conventions of
Group

Cohesion

Index of Leadership Participation

Present or
Past Officer
or Chairman
of Committee

.36

Attendance at
Committee Meetings

of Group

.46 .49

Attendance at
Board Meetings
of Group

.08 .17 .26

Ueing various questions tapping importance, satisfaction and
loyalty, two clusters again emerge clearly, paralleling the two levels
of participation. One, which we call "Attraction," brings together a
general feeling of belongingness to the group, as indicated by feeling
the group was important (or unimportant), was satisfying (unsatisfying),
produced (or did not produce) a sense of belonging to it. Another cluster,
"Commitment," implies a stronger, more active connection; a sense that
one would work to save the group in the face of opposition from the outside
and from member apathy, a feeling that one would want to belong to similar
groups after college. (Table VI-13).



TABLE VI-13

Intercorrelations Among Items in Attraction
and Commitment Indices

Index of Attraction

Importance of_
Respondent

Satisfaction .54

Sense of belonging

Save group if
threatened from outside?

Save group if threatened
by member disinterest?

Satisfaction
with Group

.69 .56

Index of Commitment

Belong to Similar Work to Save Group if

Group after College? threatened from Outside?

.47

.41 .68

Concern of the Group with Impact on Members

We thought originally that we would find a general factor tapping

concern with group impact on members. On examining the data, however,

we discovered that members distinguish between "participation pressure"

and "pressure to share values." Two items on participation correlated

.48 with each other but not highly with another set of items which

clearly show a generalized normative pressure to share values, indicated

by high correlations among the questions dealing with pressures on values

and concern with influencing new members. (Table VI-14).

TABLE VI-14

Intercorrelations Among Items in Pressure To Participate
and Normative Pressure on Values Indices

Index of Pressure to Participate

Group let R Know to Participate

Amount of pressure
to participate .48
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TABLE VI-14 (cont)

Intercorrelations Among Items in Pressure to Participate
and Normative Pressure on Value Indices

Index of Normative Pressure on Values

Degree of Directness of Concern
Group let R Pressure to with Influencing
Know Values Share Values New Members

Degree of pressure
on values .48

Directness of concern
with influencing new
nwmters .27 .17

Degree of concern with
influencing new members .30 .25 .68

Characteristics of Leaders

We asked members to choose the three characteristics which most
accurately described the president and the most respected and admired
person in their group, from among a list which included the following
choices: "Has most knowledge in group-related areas;" "Is extremely
warm, sympathetic and understanding;" "Hss ability to direct others;"
"Has approval of and influence with people at the Uuiversity outside
the group;" "Personifies the ideal values of the group;" "Has time and
energy to work and is obviously eager to participate;" "Is easy to get
along with, friendly;" "Has very original and creative ideas;" "Represents
what the average member is like;" "Has good physical appearance, athletic
skill, savoir faire, family background;" "Is reliable." Table VI-15
summarizes the responses to these questions.

On the characteristics most associated with task performance--
has knowledge, is good organizer, has time and energy, is reliable--the
president is more highly rated. On socio-emotional qualities--is warm,
friendly, personifies ideal values--the most respected and admired 7:erson
is more frequently chosen. Research on small groups has documented the
differentiation of leaders into task vs. socio-emotional specialists.
Tbis differentiation is supported by our data, and further analyses will
trace the implications for group functioning and impact on members of
differentiation vs. integration of these traits in the leadership of
the different student groups.

Interests and Values of Self Vis-A-Vis Other Group 14embers

We devised several questions which asked members to rate themselves
on a particular set of interests and values, and then to rate other group
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TABLE VI-15

Most Imeortant Characteristics of President and Mast

Respected and Admired Person in Group

-
President

_

Respected and
Admired Person

Has Knowledge 35% 237.

Is Warm, Sympethetic
17

Is Good Organizer 55 35

Has Influence Outside Group 14 18

Personifies Ideal Values

of Group 22 38

Has Time and Energy 55 34

Is Friendly 35 45

Is Original, Creative 12 16

Represents An Amerage Member 6 4

Hes Good Physical Appearance,

etc.
8 9

Is Reliable 41 30

821 750

1Totals to more than 100% because three responses were possible.



members on the same items. This permits us to analyze both the extent
of actual agreement among members, and of perceived agreement, as a
way of getting at normative pressures within the group in certain areas.

Wt are interested in both the content of these areas as well as the

number of areas on which group members perceive other members as converg-
ing. One of the first things we did with these questions was to inter-

correlate the interest and value items to see if they clustered together

in certain ways. Table VI-16 presents the correlation matrices for the
two sets of items for old mothers; within each matrix, the correlation

coefficient of each pair of items is presented for perceptions of other
group members (G column) and for self-reports (R column). Coefficients

of .30 or more are underlined.

The intercorrelations indicate clear patterns of relationships,
which are the basis for coMbining items for indices in later analyses.

For both self-descriptions and for descriptions of other group members,

interest in campus issues, international understanding, and politics form

one cluster. Intellectual interest is highly correlated with concern
about international affairs and politics, but is not strongly related to

interest in campus issues. Intellectuality is also strongly linked to an
interest in the arts but which itself is linked only weakly with the three
political interest items.

It is significant that intellectuality is not related strongly
to studying; indeed, interest in studying is not integrated with other
interests either in the description of the self or other group members.
Finally, a distinct theme on the interest question is the link between
interest in being "cool" and an interest in dating.

On the values items, the clusters for R and G diverge somewhat.
For self-descriptions, intellectuality goes with pro-academic attitudes,

while for description of group members, academic concerns correlate
highly with attitudes toward social life. There is also a clear tradi-

tionality cluster for both R and G which links political, religious and

sexual attitudes. Finally, there are two slightly different but inter-
connected clusters: one, a Greek-social life dimension which, for G, is

related to openness; the other, a warmth-relaxed cluster for both R and G.

As a way of breaking down these clusters of interests and values

out of the total sample of respondents we intercorrelated these variables

separately for the four types of grbups. For clarity of presentation,
Figure VI-1 displays only the correlation coefficients that reached .30 or
beyond for descriptions of other group members only.
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FIGURE VI-1

CORRELATIONS OF .30 QR HIGHER ON RESPONDENTS' PERCEPTIONS
OF OTHER GROUP MEMBERS' INTERESTS AND VALUES: BY TYPE OF GROUP
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FIGURE VI-1 (cont'd)
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F/GURE VI-1 (coned)
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FIGURE V/-1 (coned)
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One is struck visually almost immediately by the large number of

connected items for the political groups. A simple count of the correla-

tions of .30 or above for both self and group descriptions yields the

following numbers:

TABLE VI-17

Number of Intercorrelations of .30 or Above of Interests and

Values of Respondents (R) and Respondents' Perceptions

Religious Groups Political Groups Fraternities Sororities

Interests 5 8 5 13 4 7 5 10

Values 8 8 14 16 7 5 6 8

Except for self-described interests, where political groups equal

the number of correlations of .30 or above in the other types of groups,

the political groups give strikingly more integrztted pictures of other

groups members' interests and values and of their own values. In line

with fhe usual stereotypes of the Greek system, one might have expected

a more integrated picture from fraternities and sororities. These

results indicate the extent to which political groups view many differ-

ent issues within a consistent world-view--whether that world-view is

based on a conservative ideology or a radical one. The crucial point

is that political groups, from these data and other materials we will

be examining, take positions about and connect many diverse areas of

student interest and value. This is true especially for members' views

of others in the group.

Thus, the political interest items, for the political groups, pull

in intellectual, artistic and (negatively) religious interests. Religious

interests are connected with interest in studying and dating, and dating

is connected in its own right with studying and interest in being "cool."

The value items show a similar pattern of interconnectedness: it is not

only the obvious political items (political conservatism vs. liberalism,

attitudes toward the Vietnam War) but also most of the other items which

interrelate both among themselves and with the political items. Intel-

lectuality, unconventionality, sexual standards, religious traditionalism,

attitudes toward fraternities and sororities all fall into the picture.

There are some striking absences: attitudes toward academics and social

life, and the "atmosphere" items of warmth, openness and relaxedness.

Fraternities, at the other extreme, present a very sparse picture

on the values items: intellectual and academic values are off by them-

selves, not strongly correlated with anything else, and the warm-cold,

relaxed-tense, attitudes toward Greeks, and sex items form another cluster.

4

2311.
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Here is an empirical validation of the common stereotype of fraternities:
academic-intellectual interests, when they do occur, are isolated from
group life, which centers almost exclusively on sociability--and sex.

Sororities are somewhat more complex. There is, like the frater-
nities, a sociability cluster, but this is linked through attitudes
toward social life to academic values and through academic values to
intellectual values. There is an interesting linkage in the sororities
between political liberalism and openness, and between attitudes toward
the Vietnam war and sexual standards.

The important focus for religious groups is precisely the religious
value, which is the important link between the political items, sex items,
and attitudes toward fraternities and sororities. It is as if these
values gain their meaning in the context of religious ideology. Indeed,
religion as an interest does not correlate strongly with the other inter-
est items for the religious groups (as it does for the political groups);
it is off by itself as a separate issue.

Visibility and Permeability

Here we are interested in the openness of the group to the outside
and have found three quite distinct bases of relationships to the outside.
One, an "Awareness" dimension, has to do with the extent to which group
'members think other categories of people at the University are aware of
their group (we also have an objec;ive measure of visibility from the
respondents in the broader study).1 Two, an "Inflow" dimension, is the
extent to which group members see the group as open to influence from

7
The students in the broader study were asked to indicate whether they
had heard of and had any connection with 10 religious groups and 8
political groups on campus; these included the five religious groups
and four political groups in our student organization study. The ranks
of these groups relative to the groups not in our study, based on mean
responses to a six-point rating scale, are:

Religious Groups 12EILS2mt_111L121

Group 1 8

Group 2 4
Group 3 5

Group 4 2

Group 5 3

Political Groups Rank (out of 8)

Group 6 2

Group 7 7

Group 8 1

Group 9 3
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outside agents; and, three, an "outflow" dimension is the extent to which

the group is seen as influencing individuals and groups outside its

boundaries. These dimensions will be treated separately to characterize

the different groups, but it will also be important to combine them in

a typology that will capture the different kinds of interactions groups

have with their environments. Table VI-18 shows the intercorrelations

among the items in these indices.

TABLE VI-18

Intercorrelations Among Items in Visibility and Permeability Measures

Index of Perception of Outsiders' Awareness of Group

Awareness by Awareness by

Similar Groups at U Faculty

Awareness by
Faculty .50

Awareness by General
Student Body .39 ..39

Index of Inflow

Influence on

Group from
Branches Out-

side U

Influence on
Group from

Similar Groups
at U

Influence on
Group from

Faculty,
Administration

Influence on
group from
Student

Government

Influence from
Similar Groups

Influence from
Faculty,
Administration

Influence from
Student

Government

Influence on
Group from
Outside U

.34

.34

.29

.50

.46

.35

.36

-298-
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TABLE VI-18 (cont)

Intercorrelations Among Items in Visibility and Permeability Measures

Influence of
Group on Branches

Outside U

Influence of
Group on
Faculty

Influence of
Group on

Administration

Influence on
Faculty

Influence on
Administration

Influence of Group
on Students

Other Most Important Indices

.17

.20

.13

.39

.18 .22

For brevity, these are listed below with their component items:

1. Self-perceived change as a result of group membership: change in
values and attitudes as a result of group membership; change in ways
of defining the self.

2. Change agents: persons responsible for change: officers, friends in
the group, respected and admired member.

3. Intimacy: talk over personal problems with officers; with close
friends in the group; with other members; proportion of good friends
at the University who are in the group.

4. Conflict: anyone ever expolled from the group; number of factions;
amount of conflict.

5. Overall effectiveness: effectiveness of what R sees as two main
group goals.

6. Scope of groupUniversity-related activities: extent to which R
sees five university activities as an appropriate group concern
(e.g., revision of honors program, tutoring students, liberaliza-
tion of women's hours, university emphasis on varsity sports).

7. .c.22eof rou issts.: group concern about civil rights;
Vietnam demonstrations.

8. Interests of grouppolitical-campus issues: perception of other
group members' interest in campus issues; international understand-
ing; political scene.



9. Interests of group--intellectual: perception of other group members'

interest in intellectual issues; the arts.

10. Interests of group--social: perception of other group members'

interests in being "cool;" dating.

11. Interests of individual nembEaspolitical-campus issues: respond-

ents' interest in campus issues; international understanding;

political scene.

12. Interests of individual membersintellectual: respondents' inter-

est in intellectual issues; the arts.

13. Interests of individual memberssocial: respondents' interest in

being "cool;" dating.

14. Recruitment--impersonal: R was recruited to group by impersonal

means (posters; ad in student newspaper).

15. Recruitmentpersonal: recruitment by close friends; liked people

in the group as a reason for joining.

16. Recruitmentvalues: recruitment because of values, goals of group.

17. Differences between group and respondent: differences were computed

between a member's description of himself or herself and his percep-

tion of other group numbers for each of the nine interest items and

the twelve value items discussed above (see Table VI-16). -Then, a

mean difference score across all the items was computed.

18. Difference between University and group: differences were computed

between a member's description of other group members and the Univer-

sity for each of the twelve value items. Then, a mean difference

score across all the items was computed.

Analysis of the Major Variables at the Group Level

Having analyzed the relationships among the various items which were

designed to tap certain concepts and converted them into summary indices

on the basis of those most highly correlated, we are now in a position to

move to the next level. Here, me will be dealing with the inter-relation-

ship of the "scores" of the 27 groups on these new variables, in a quest

for even more refined, higher-order group variables. As with the analysis

of the items, we learn as mumh about the ways the groups function as about

the ways the variables work.

The means, standard deviations and variances of each of the major

indices and a nunber of single items were computed in each of the groups,

aggregated over members. These summary statistics were then inter-related

in sets which made sense in terms of thd cancepts they seemed to be measur-

ing. Since the total N is 27, me had to be careful not to use a measure of

association which made strong statistical assumptions. The measure of

-300- 6



association used here is the gamma measure developed by Goodman and Kruskal

(1954) for data arranged in ordered classes. The first set of variables

are presented in Table VI-19, which brings together a number of different

indices tapping members' affective ties to the group and to other members.

A clear cluster of highly inter-related indices emerges from this

table: amount of socializing with other group members; proportion of

best friends at the University who are in the group; attraction; partici-

pation; intimacy; length of membership form one cluster (the gamma values

for these variables are nnderlined in the table). It is interesting that

only one of these igdices--length of membership--related strongly to our

commitment measure.' Several of the cluster of indices are negatively

related to recruitment through impersonal channels and the degree of dif-

ference between self-descriptions and descriptions of other group members.

It is somewhat surprising to find that both commitment and length of

mothership relate negatively to viewing the most respected and admired

person in the group as personifying its ideal values. Perhaps viewing

the most respected person in these terms is seen as too simplistic and

naive by members with high commitment and long-term membership (these

variables are themselves highly related) but more easily accepted by

newer, less committed people. In any case, it is clear that the item

on the most respected and admired person is quite separate from the

dominant cluster, a sharply defined set of indicators of sociometric

cohesion. It is crucial to note that commitment is not part of this

affective integration.

In order to approach the issue of value-based cohesion more directly,

we ran another set of variables which seemed to be tapping a kind of inte-

gration that might be distinguished from the affective dimension. Looking

at the underlined clusters in the matrix in Table VI-20, a pattern of

value integration emerges, as we had hoped. This cluster includes the

extent of respondents' reported agreement with the group; recruitment to

the group because of interest in its values; commitment; the extent to

which the most respected and admired person in the group personifies its

ideal values. Recruitment because of the group's values is highly related

to recruitment through impersonal channels--the pattern represented most

by the political groups and some of the religious groups but not by the

fraternities and sororities. The commitment measure is highly related

to normative pressures on values, which interestingly is not related to

the three other measures of value integration. Indeed, normative pres-

sure on values is negatively related to recruitment for values and to

viewing the respected person as carrying ideal values, much as pressure

to participate is negatively related to these measures. It seems that

value integration is not accomplished when members sense a great deal of

overt pressure to participate and, to a lesser extent, to share an ideology.

8It should be recalled that the commitment measure is based on responses

to questions asking about willingness to save the group in the face of

opposition to it from the outside, to save the group because of member

disinterest, and intention to belong to a similar group after college.
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An interesting sidelight is the set of relationships between con-
flict and effectiveness and the other variables. In general, group
conflict is inversely related to value integration; it bears a relation-
ship of -.58 to reported agreement with the group; of -.36 to recruit-
ment for values; of -.29 to commitment; of 4..37 to variance in differences
between the group and the respondent. As many sociologists have written,
conflict in societies and groups thrives in situations of weak value

integration. This has both positive and negative implications for the

life of groups. For example, we found in another analysis of these data
that degree of conflict is positively related to the groups' responsive-
ness to its members (gamma = .34 between conflict and whether the group
changes with the entry of new members and .28 between conflict and the
degree of influence of the membership on the group). Degree of conflict

is also related to members' perceptions of opposition to their group
within the larger University. Viewed another way, conflict is part of
a labile, changeable, responsive group style which necessarily implies

diversity in members' views and lower membership integration into a
preordained group order.

Effectiveness is also negatively related to recruitment for values,
(-.29); commitment (-.31); viewing the respected member as personifying

ideal values (-.31). But it is positively related to length of membership
(.40) and to pressure to participate (.45). Members' perceptions of
eftiveness, thus, do not seem to rest on their internalized sense of
value commitment. Rather, effectiveness seems to be based on the more
external sanctions and inducements centered around participation and
membership. It may be that members with high value commitment have higher
standards for judging group effectiveness than members with low commit-
ment, or that the judgment about what is the measure of group effective-

ness for those who view their groups as value-relevant is more problem-

matic. Although both conflict and effectiveness show similar negative
relationships with the value integration indices, it is significant that
they bear no relationship with each other. They are measuring different
group processes and outcomes.

Multiple Discriminant Analysis of Group Types

Having established the relationships among the major group variablesi

we are now in a position to make more sophisticated causal investigations.

One of the first questions we want to ask, described earlier in Objective A,

is the search for similarities and differences among the student organiza-

tions we studied. We want to know, for descriptive and theoretical reasons,

what the relative positions of the groups are vis-a-vis one another and

the extent to which these positions parallel the labels applied to the

groups as political, religious or Greek organizations. Moreover, this

becomes a necessary task as we move into assessing the groups' impacts on

members (Objective C) and the University (Objective D).

How were we to do this? Even after the data reduction just des-

cribed, we are still faced with almost eighty group properties in the

form of indices or single items. We wanted some way to describe the
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pattern of characteristics which most distinguished the groups, which

meant that we needed some systematic way of reducing the large number

of variables to a smaller number of dimensions that, in turn, optimally

set out the groups relative to one another.

This, essentially, was the problem confronted by Selvin and Hagstrom

in their important paper, "The Empirical Classification of Formal Groups,"

(1966). Selvin and Hagstrom were interested in developing a way of

classifying twenty women's residence units into a mmaller nunber of mean-

ingful types. They performed a factor analysis on 61 aggregative char-

acteristics, (means, standard deviations and percentages) based on

responses of individuals in each of the living units. Seven factors

were isolated, the first five of which had clear interpretations. For

our purposes, the names Selvin and Hagstrom gave to the factors are un-

important. Rather, we are interested in how they moved from the factor

analysis which reduced the 61 variables to a smaller number of dimensions

to the classification of the twenty groups on these dimensions. What

Selvin and Hagstrom did was simply to categorize each of the groups into

"high" or "low" on each of the five factors and, although there were

thirty-two combinations possible, they found that the groups actually

fell into four types.

The Selvin and Hagstrom paper was a significant pioneering paper,

but there were certain problems with their approach. First, much informa-

tion is thrown away by classifying groups into just two categories; the

score quantities on the factors are lost, and the relative positions of

the twenty groups on a given factor are compressed. Further, it is not

clear that the dimensions derived from a factor analysis of variables

produce those dimensions that optimally distinguish among groups.

Yet we agreed with Selvin and Hagstrom's general strategy of look-

ing for a small number of grimq types based on a large_number of variables.

We decided to use an approach based on an application of factor

analysis which deals with data based on groups rather than correlations

among variables, Famdliar in the psychometric literature but not widely

employed in sociological research, multiple discriminant analysis starts

with groups that are defined a priori and attempts to identify in a set

of variables a weighted linear combination--a series of discriminant

functionsWhich will maximize the variances between, groups and simul-

taneously minimize the variances within groups. In achieving this out-

come, it takes into account variability of group means on the set of

variables included in the computation, variation of individual members

about the group means on the set of variables, and inter-relationships

among the variables. Thus, this technique is able to deal with many

groups, many variables, and many individuals within groups. Linear

combinations of weighted variables are generated, the weights determined

by an analysis of a special table consisting of the sum of squared

deviates within groups. The number of linear combinations--the discrim-

inantsnumber one less than the number of groups. All discriminants are

uncorrelated with one another, like factors in the factor analysis tech-

nique. A camposite mean score for each group on each discriminant function
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computed, and then each group can be located in the multidimensional

space defined by the discriminants.9 Multiple discriminant analysis

makes it possible, then, to talk about similarity and dissimilarity among

groups based on the empirical combination of single group properties into

composite dimensions.

Twenty-eight variables went into the multiple discriminant program

availablefram the Statistical Research Laboratory at the University of

Michigan.° The variables are:

1. Present or past officer?

2. R's agreement with the group's values and interests

3. Does the group change with new members?

4. Perceived opposition to the group at the University

5. Influence on the grOup from members

6. Effectiveness on major goal

7. Perceived interest of other group members in studying

8. Recruitment because of the values of the group

9. Pressure to participate: based on summary of group let R know to

participate and of amount of pressure to participate

10. Outflow: based on summary of influence of group on branches out-

side U, on faculty, on administration and on students

9Needless to say, this is a truncated description of a highly complex

mathematical technique. For more detailed discussion of multiple dis-

criminant analysis, see Anderson (1958); Bryan (1951); Nunnally (1967);

Rao (1952); Rulon (1951); Tiedeman (1951). Examples of the use of this

technique may be found in Jones and Bock (1960); Loy (1969); Rettig

(1964); Thorndike and Hagen (1959).

10This program was developed at the Health Sciences Computer Facility at

UCLA. It performs multiple discriminant analysis in a stepwise manner.

At each step one variable is entered or rèmoved from the set of input

variables according to the F-values of each of the groups at that stage.

The program computes canonical correlations and coefficients for canoni-

cal variables (discriminants) and plots the first two discriminants to

give a two-dimensional picture of the dispersion of the groups. Individ-

uals may be classified at any point in the computation into the group

they most resemble on the derived functions. For further information,

see BMD7M, Stepwise Discriminant Analysis, Statistical Research Labora-

tory, University of Michigan.
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11. Conflict: based on summary of anyone ever expelled from the group,
number of factions,and amount of conflict

12. Interests of R--intellectual issues: based on summary of interest
in intellectual issues,and in the arts

13. Recruitment--impersonal: based on summary of recruitment to group
from seeing posters and from ads in student newspaper

14. Socio-emotional qualities of president: based on sunmiary of des-
criptions of president as warm (sympathetic, understanding) and
friendly (easy to get along with).

15. Mean signed differences between group and R on intellectual inter-
ests:'based on directional mean difference score on ratings of
group and self on intellectual issues and the arts

16. Mean signed differences between group and University on atmosphere:
based on directional mean difference score on ratings of group and
University on cold vs. warm, tense vs. relaxed.

17. Mean signed difference between group and University on academic-
intellectual issues: based on directional mean difference score
on ratings of group and University on intellectual vs. unintellec-
tual, academic vs. unacademic

18. Talk over personal problems with friends in group

19. Proportion of five best friends in University who are in group

20. Attraction: based on summary of degree of importance of the group,
degree of satisfaction with the group, sense of belonging to group

21. Commitment: based on summary of expects to belong to similar
groups after college, willingness to save group as a result of
members' distinerest,and willingness to save group because of
outside threats.

22. Rank and File Participation: based on summary of continualvs. inter-
mittent contact, attendance of general meetings, attendance of
public events of the group, attendance of social events of the
group, and average time per week spent on the group

23. Inflow: based on summary of influence on group from branches out-
side U, from similar groups at U, from faculty and administration,
from student government, and from groups outside U

24. Perception of outsiders' awareness of group:.based on summary of
perception of awareness of group by similar groups at the U,
by faculty, and by the general student body

3P0307-
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25. Scope of group with respect to University-related activities: based

on summary of group concern about five university issues (e.g.,

honors program, tutoring, varsity sports, womens' hours)

26. Mean signed differences between University and group: based on

directional mean differences score on ratings of U and group on

12 value items

27. Mean absolute differences between University and group: based on

absolute mean difference score on ratings of U and group on 12

value items

28. Mean signed differences between group and R: based on directional

mean difference score on ratings of the group and of the self on

21 interest and value items.

It should be emphasized that none of the variables used in the

discriminant analysis dealsdirectly with the groups' interests or with

members' values that are directly related to group membership, such as

religious beliefs, political beliefs or attitudes toward fraternities

and sororities (although difference scores on such items do go into the

summary measures 26, 27, and 28). Table VI-21 indicates the percentage

of members who could be classified into the groups in which they were

indeed members on the basis of all twenty-eight variables.

Members of the political groups--especially those in the left-wing

group--are classified correctly in the highest proportions. This find-

ing is related, clearly, to our previous analysis of the interests and

values in the four types of groups which concluded that political groups

integrated many different value areas. The discriminant analysis tells

us the same story, from another perspective: that members of each of

the political groups are more uniquely identifiable with their groups

on the twenty-eight variables included here than are members of the

other groups in the study.

The next clearly identifiable group is the fundamentalist religious

group 1. Our analysis of recruitment and homogeneity based on individ-

uals' characteristics and attitudes demonstrated again and again the

unique character of the membership of group 1, which is supported by the

discriminant analysis.

The groups with the next higher proportions of members classified

correctly are the scholarship fraternity 12, group 2, the liberal relig-

ious group, and sorority 24, a Jewish group. Members of other frater-

nities and sororities are not so successfully classified. Nor are merbers

of the third, fourth and fifth religious groups.

The variables with the greatest discriminating power are listed on

the right-hand side of Table VI-21, and it should be noted that four of

the top five variables have to do with the groups' relations with the

University, a question we will be examining in the next section.
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TABLE VI-21

Prozortion of Group Members Classified Correctly
on Basis of 28 Variables in Discriminant Analysis

Religious Groups

Group 1 68%
Group 2 63%
Group 3 47%
Group 4 47%
Group 5 49%

Politicai-GrOu s Most Discriminating Variables

F ValueGroup 6 937.

Group 7 80%
Group 8 72%
Group 9 74%

Fraternities

V.26

V.25

V.11

V.4

V.22

Difference Between
University and Group

Scope: Group Interest
in University Activities

Conflict in Group

Perceived Opposition
to Group at the
University

Group Influence With-
in the University

30.8

23.9

14.5

12.7

11.1

Group 10
Group 11
Group 12
Group 14
Group 15
Group 16
Group 17
Group 18
Group 19

Sororities

45%
477.

67%
49%
38%
54%
44%
357.

367.

40%
28%
52%
61%
57%
34%
41%
53%
46%

Group 20
Group 21
Group 23
Group 24
Group 25
Group 26
Group 27
Group 28
Group 29
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Turning now to Figure VI-2 whith plots all twenty-seven groups on
the first two discriminants, we first want to look at the placement of

the groups relative to one another in the two-dimensional space.

The groups at the two extremes on the right side of the figure

are the fundamentalist group and the leftist group. The liberal religious

group is off by itself; the Democratic group is a bit closer to the

cluster in the middle, and the remaining religious and political groups
are close in to one another. On the left side are the fraternities and

sororities.

What are the dimensions on which the groups seem so mysteriously

located? As in factor analysis, the technique itself does not provide

a handy label for the separate dimensions, but they do have loadings of

differential weight for each of the twenty-eight variables that are
interpretable in a way that is similar to factor loadings. Discriminanti,

which accounts for 40% of the variance, shows the highest loadings on

the absolute difference between the University and the group. Discrimi-

nant2, accounting for an additional 17% of the variance, shows the high-

est loading on the Aimed difference between the University and the group,
which indicates the direction of difference, such that the group is, on
the average, in either a more conservative, conventional, traditional,

etc., direction than the University or in a less conservative, conven-
tional, traditional, etc. direction. (Discriminant3,not plotted here,

accounts for another 9% of the variancd and seems to 15e measuring the
_

personal intensity of involvement).

It is interesting that the range of difference among the frater-

nities and sororities on the first discriminant is narrower than the
range for the second discriminant (indeed, sorority 28 on this overall

conservatism varieble is almost as liberal as religious group 2). This

finding indicates the relative similarity of fraternities and sororities
in their low sense of difference from the University, a point we stressed
earlier in looking at members' responses to two entirely different ques-
tions about disagreements with students and faculty at the University.
In the earlier sections of this chapter, nnd here also, it is important

to note the greater differentiation among fraternit:_es and sororities

in the direction of their values. It is clear, hcwsver, that the dis-
criminant analysis did not succeed very well in separating the frater-
nities and sororities from one another, an indication that these individ-
ual groups are not as "unique" as they say they are. The religious groups
and political groups, in general, bmt to varying degrees in specific cases,
show greater discrepancy with the University. Again, we saw this earlier
in the two questions on disagreements with faculty and stuegInts drawn
from the background questionnaire. The range in the second discriminant
is very great, strikingly paralleling what we already know about these
groups from our previous analyses.

The discriminant analysis, then, is able to empirically define six
types of groups on the basis of the twenty-eight variables employed in

this analysis: (1) the moderately liberal groups with a low sense of
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difference with the University (the fraternities and sororities); (2) the

moderately conservative groups with a moderate sense of difference with

the University (religious groups 2, 4 and 5; political groups 7 and 9);

(3) a highly conservative group with a moderate sanse of difference with

the University (religious group 1); (4) a moderately liberal group with

a high sense of difference (political group 8); (5) a liberal group with

a moderate sense of difference w1Lth the University (religious group 2);

(6) a highly liberal group wl.th a very high sense of difference with the

University (political group 6).

These results are similar to the findings from a study of 60 campus

student organizations described in Findikyan and Sells (1966). Included

in the study were eight fraternities and 10 religious groups, as well

as ROTC groups, student governing bodies, honor societies, athletic teams,

and departmental scholastic clubs. The Group Dimensions Description

Questionnaire developed by Hemphill and Westie (1950), consisting of 150

items that yield scores on thirteen group dimensions, was administered

to members of the 60 groups. A distance measure based on the hierarchical

clustering of the organizations on the group dimensions was c omputed,

providing an empirical basis for classifying the groups relative to one

another that is similar to the two-dimensional plotting of groups in the

multiple discriminant analysis . In general, Findikyan and Sells found

that the empirical grouping of student organizations had a fair amount

of agreement with the conventional classification of groups. The majority

of fraternities (as well as BDTIC squads, student governing bodies, and

athletic teams) were more stmilar to one another than they were to any

other groups of clusters of groups on the thirteen Hemphill-Westie

dimensions. The religious organizations and departmental clubs, on the

other hand, fell into several different clusters.

Relationships Between the University and the Groups

We know from the foregoing analysis that there are several clusters

of variables wtdch can be used to characterize the student groups in our

study. The next steps will be to submit these data to a cluster program

which will empirically combine the group-level vwriables; then, these

will be related in multivariate analysis to key dependent variables in

the study.

Here, we want to report an initial analysis of the data using some

of the vsmiables just examined, looking at how they are related to one of

the central concerns of our study of student organizations: Objective D,

the connections between groups' perceptions and ties to the larger Univer-

sity and processes internal to the groups, including the impact en mem-

bers (Objective C).

The twenty-seven groups were combined according to the summary

measure of the degree of difference between 'meMbers' descriptions cf

the group and their descriptions of the University on the same items

on an absolute difference scale--i.e., a group that sees the University

as three points more conventional than the group has the same absolute

difference score as a group that sees the University as three points

-312/Non
dx.01



less conventional. The twenty-seven organizations were divided into high,
moderate and low difference groups according to the distribution on
this stmmtary measure.

Earlier, it was hypothesized that difference with the University
would interact with degree of contact with the University--that high
difference groups would show different ihternal patterns depending on
whether they were in high or low contact with the University, and so
on along the range of difference between the group and the University.
As one measure of contact, we asked members to indicate on a four-point
scale the extent to which the faculty and administration influenced
their groups. Within each of the University-Group difference types,
organizations were classified either as high or low on the mean per-
ceived influence of faculty and administration on the group. The final
sets of organizations are shown in Table VI-22. The groupings are
interesting in their own right. Thus, for example, the left-wing politi-
cal group and three sororities fall into the High-High group, while the
fundamentalist religious group, the liberal religious group, the evan-
gelical religious group ind-the right-wing political group fall into the
High Difierence-Low Influence group.

TABLE VI-22

Final Groupings for Analyses of Relationships
Between the University and the Groups

Differences Between Influence of Faculty
the University and and Administration

the Group on Group

High

High

Moderate

Moderate

Low

Low

Groups Included

High Left-Wing Political
3 Sororities

Low Fundamentalist Religious
Liberal Religious
Evangelical Religious
RUht-Wing Political

High 3 Fraternities
3 Sororities

Low Catholic Religious
Methodist Religious
Democratic --Faitical
Republican-Political
Fraternity

High Fraternity
3 Sororities

Low 4 Fraternities



Mean scores for each of these types of groups were computed on

a number of items and indices. Table VI-23 summarizes these results

and lists for each variable the F value for overall differences in the

table as well as two-group comparisons of means which are statistically

significant.

On the indices measuring affective integration--attraction, pro-

portion of best friends at the University in the group, and participa-

tion--the Low Difference-Low Contact groups are highest. The groups

scoring lowest on the affective measures are those in the Moderate

Difference-Low Contact category. As we have seen from our prior analy-

sis, value integration operates quite differently from affective-inte-

gration. On the value items--reported agreement with the group's values,

commitment, recruitment because of values, normative pressure--groups in

the High Difference-Low Contact type are highest (they are relatively

low on affective integration), while those groups which are highest on

affective integration (Low-Low groups) came out lowest on value integra-

tion. The Low-Low groups seem to be autonamous units within the Univer-

sity scene which offer their members a pleasant, participative environ-

ment that does not make great demands in terms of value confrontation.

The High-Low groups are ideological in their meaning for members--which

may be an effect or cause of high difference with the University. Thus,

the distinction between affective and value integration has some diagnos-

tic power, as hey relate to groups' ties to the University.

Looking across the variables for the High Difference-Low Contact

groups, an interesting pattern emerges, one we have called the "encapsu-

lating" mode. Groups of this type are law in affective integration,

low in the pressure they exert on members to participate, show a low

scope of interest, experience little conflict and also law effective-

ness, allow only a moderate amount of influence from the membership,

and produce little sense of change in values and attitudes among their

members. What is it that sustains members of such groups? Apparently,-

it is their sense of ideological loyalty to the group and their sense

of difference from the world outside--rarely tested or challenged by

contact. These groups have little change potential--either as collec-

tivities or in individual attitudes--mostly because they attract and

hold like-minded people who already share the values of the group.

They are deviance-maintaining groups only weakly connected to the larger

setting.

In contrast, it is interesting to look at the High Difference groups

with High Faculty Influence. Like the High-Low groups, they do not

develop strong affective bonds, nor do they report much success in reach-

ing their goals. Their value integration is only moderately strong, and

their scope of interest is only moderately broad. But they show high

levels of ability and instability: conflict is high, responsiveness to

meMbers is high, change in members' attitudes is high. One might predict

a precarious future for such groups, and a constantly changing character.

(Indeed, one of these groups no longer exists in the formwe found it

when we collected our data).
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On same of the variables, the influence of faculty and administra-
tion on the group seems to be the critical dimension, regardless of the
difference between grcup and University. Looking at the Low Difference
groups, we see that the High Influence type, like the High-High type we
just examined, also shows high responsiveness to members and high change
in members' attitudes as a result of the group. The Low-Low group, like
the High-Low group, shows low to moderate levels on these variables. The
Low-Low and Low-High groups, earlier termed "conformity" and "coopera-
tion" groups respectively, perform their roles in different ways: the

Low-High groups operate through their scope of interest in the Univers-
sity and in intellectual issues and the high morale that comes from a
sense of effectiveness. Tho Low-Low groups may work via the strong
affective ties of members tc the group combined with a high internal
pressure on members to partitipate (but not to share values). Neither

of these types of groups, perhaps because they do not see themselves
set against the larger University, develop a strong ideological integra-
tion.

Summary and Conclusions

This chapter reports the conceptual mainsprings and first findings
from the study of student organizations that developed out of our broader
study. Deriving initially fram a desire to broaden the scope of the
general study into student subcultures at the University as a way of
understanding the impact of the larger institutional setting on individ-
uals and friendship groups, the student organization study made the
strategic decision to enter student subcultures through formal organiza-
tions. Three types of organizations were chosen because they were con-
cerned with crucial value and interpersonal concerns of young people
during the college years: religious groups, political groups, frater-

nities and sororities. Within each type, an attempt was made to choose
a diverse set of groups so as to a) maximize the possibility of tapping
into different subcultures, b) allow the unfolding of different styles
of collective adaptation to the University setting, as well as a wide
range of student values and attitudes, c) document the diversity of

groups on a large University campus, even within the same nominal types.

Twenty-nine groups were eventually included in the study: five

religious groups, four political groups, ten fraternities and ten soror-

ities. Questionnaires were administered or mailed in the spring of 1966
and the following fall. Close to two-thirds of the almost 3,000 students
listed as members of the groups returned some usable information, yield-
ing a total working N of 1889 with some additional people drawn from the
sample responding to the larger study. Cooperation was not evenly dis-

tributed. The religious groups, (with the exception of a loosely-organized
liberal discussion group) and several of the fraternities and sororities
were most cooperative. The lowest returns came from the liberal religious
group, a left-wing political group, a Democratic group, two fraternities
and one sorority. Systematic bias in the characteristics of the re-
sponders vs. the non-responders seems to have operated only in the left-
wing political group and, to a lesser degree, in one of the fraternities.



In these two groups, it appears that the most active members were less

likely to respond than the less active or newer members. In general,

the respondents represent a wide range of group participation, an out-

come we took great pains to accomplish.

The student organization study stems both from the social psycho-

logical tradition which underlies much of the larger study, and from a

sociological approach to complex organizations. Concepts, and later

the variables and higher-order dimensions chosen for analysis, derive

from this double focus. Thus, social psychological variables, such as

attraction, commitment, and normative pressure, become important ways

of characterizing groups. More sociological variables such as conflict,

effectiveness, and visibility, also serve to range the groups vis-a-vis

one another. One of the most crucial aspects of the student organiza-

tion study derives from its dual social psychological and social struc-

tural emphasis: the point is made throughout the research endeavor that

groups' relationships with the larger University environment condition

internal processes and impacts on members, and vice versa. What happens

inside the group is significantly connected with what happens in the

group's transactions with the world outside its boundaries.

There are four major objectives of the study: (A) to develop a

way of characterizing and comparing the groups--in their values, members'

qualities, structural features--as both a descriptive task and an analytic

task required by the other objectives: (B) to examine the recruitment

patterns and characteristics of members in terms of homogeneity and

selectivity; (C) to trace the impacts of the groups on their members;

(D) to trace the impacts of the groups in the larger University, and

the relations between these and impacts on members.

The five sets of analyses reported in this chapter center on

Objectives A, B, and D. An examination of the background, attitudes

and University experiences of members of the different student organiza-

tions (Objective B), documented the consistently high status of frater-

nity and sorority members, but the lower degree of homogeneity in academic

and other experiences at the University. Aside from a scholarship frater-

nity and a sorority whose members came from high status conservative

families but who appeared to become unusually liberal politically and

open psychologically,.the fraternities and sororities were not easily

distinguishable across the different items. Religious and political

groups were more sharply etched in the data, especially the fundament-

alist religious group with a large cluster of low-status, small-town,

traditional students in pre-professional curricula and very low respon-

siveness to the University and, at the other extreme, a left-wing political

group with a large concentration of big-city, liberal students in non-

professional curricula with a very great responsiveness to the University.

The next set of analyses, which looked at the inter-relationships

of the questions asked in the group questionnaire at both the individual

level and the group level, pointed to the importance of distinguishing

between affective and value integration. Affective items did not relate

highly to value items; each implied different group processes and responses
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from the membership. An analysis of interest and value items as applied

both to the self and to the group indicated the significance of many

different value and interest areas to political groups, where a large

number of items formed a dense network of inter-relationships. This was

not true for fraternities especially, where only social attitudes and

sexual standards formed what might be called a "group attituAe." Religious

groups also appeared to keep to a fairly narrow base centered on religious

values. Sororities, which seemed more responsive than fraternities in

the first analysis, also showed greater integration of different value

areas in this analysis.

Following the logic of developing ways of comparing the groups,

a multiple discriminant analysis again demonstrated the similarity of

the fraternities and sororities, at least when they were included in an

analysis with the religious and political groups. Religious group 1 and

political group 6, the fundamentalist group and the left-wing group

respectively, emerged on opposite ends of the graph of the first two

discriminating multivariate dimensions. The most important variables in

distinguishing among the groups were those which had to do with the groups'

relations with the University (Discriminant 1 had high loadings on measures

of discrepancy with the University; Discriminant 2 had high loadings on

measures which indicated the group's overall conservatism or liberalism

on a number of areas compared to the University).

This led us directly to examine the connections between different

kinds of relationships with the University and internal group processes.

The groups were classified into those with high, moderate or low differ-

ence with the University and cross-cut by high or law contact with faculty

and administration. Groups with a high sense of difference but little

contact with the faculty or administration displayed an "encapsulating"

pattern: low affective integration, low scope of interest, little con-

flict, low effectiveness, little sense of impact on the group from

members and little change in attitudes as a result of group membership,

but very high value integration. Groups with a high sense of difference

but high contact were more alive: conflict was high in these groups,

responsiveness to members was high, change in members as a result of the

group was dramatic. This is almost a thumbnail sketch of the left-wing

political group, one of the groups included in the High Difference-High

Contact type. It should come as no surprise that the High Difference-

Low Contact type includes the fundamentalist religious group.



PART THREE

A number of the analyses conducted on the data gathered in this

study were undertaken as doctoral dissertations. These are listed and

described briefly in Appendix A. Chapters VII and VIII present the major

findings of two of these dissertations. They focus on a critical issue

of the college years, the formation of a student's occupational and

career choice -- Chapter VII for the men and Chapter VIII for the women.

They illustrate the general orientation of the overall study in consid-

ering the predispositional determinants of this student outcome (back-

ground, value, and personality variables) as well as the influences of

the college experience. In a very general sense the findings of the
two chapters are similar in suggesting the importance of peers and, to

some extent, faculty. But mainly they point up the differences in the
issues that are critical to the occupational decisions of men and women.

Particularly highlighted are some of the special issues and problems for

intellectual women attempting to make a major occupational coimnitment.



CHAPTER VII

Occupational Value Orientations
and the Career Decision Among Men Students

by Jeylan Mortimer

The vocational decision among men college students represents a
particularly interesting area to study, since it reflects the powerful
influence of both familial background and college experiences. It is
thus an area that can illuminate the interplay and interaction of these
two sets of influences.

Our analysis of vocational choice among the men students focused
on the social origins of occupational values and the career choices which
reflect them. Two general questions guided the direction of the analysis:
(1) What characteristics of the family are associated with the develop-
ment of distinct occupational value orientations and career choices?
(2) To what extent does the college experience modify the work values and
occupational choices developed earlier, functioning to channel students
toward their later adult careers?

The analysis focused on the men students in the study. Some of
the analyses drawn are the data from the over 2,000 men who filled out
the freshman questionnaires during freshman orientation in 1962 and 1963;
others draw on the questionnaires that over 600 of these same students
filled out as seniors four years later; still other analyses draw on
both freshman and senior data for a longitudinal analysis of change in
career choice.

Much previous research on occupational choice has focused on the
socio-economic status characteristics of the family as the dominant area
of concern. A foremost example is the monumental study of intergenera-
tional occupational movements in the American labor force conducted by
Blau and Duncan (1967). It is generally recognized that the family of
origin can facilitate or hinder social mobility directly through differ-
ential provision of educational and occupational advantages, or more
indirectly, by the socialization of values pertaining to achievement.
However, a guiding hypothesis of the present research is that the family
is also instrumental in imparting orientations toward the following
occupational values which motivate students toward the attainment of
different kinds of careers: (a) the importance of self-direction in
work; (b) the rewards that are considered of greatest importance,e.g., the
extrinsic rewards of money, status, and security vs. the intrinsic
rewards oriented toward people and self-expression; (c) preferences for
working primarily with people, data, or things; and (d) attitudes con-
cerning the centrality of occupation as a major life concern (vs. the
family, leisure and expressive activities, community and social concerns,
etc.)
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The primary concern of the psychologically oriented research on

this subject has been to discover the linkages between such dimensions

as interests, values, personality types, and theiself-concept, on the

one hand, and occupational choice, on the other.' Once such relation-

ships are found, occupational choice, success, or the characteristics

of the career pattern are predicted on the basis of these traits. In

some research, psychological profiles have been constructed for adult

members of occupational groups. Similarity between student character-
istics and those of the adult criterion sample is then used to predict

career choice.

A conspicuous theoretical shortcoming in much of this research is

the failure to attend to the sources of those personaljity characteris-

tics which are successful in predicting career choice. In the litera-

ture which is addressed to this developmental problem, therR is a notable

lack of attention given to relevant sociological variables.i While the

present research is also concerned with value orientations, an attempt

is made to discover the patterns of relationship between work values

and some crucial sociological characteristics: the nature of the father's

occupation, considered as a source of occupational values which are

transmitted to sons; the family's social status; and its religious and

ethnic background.

Prior studies have revealed that the majority of students change

their occupational choices while in college (Davis, 1965), and that
occupationally relevant value changes do occur (Feldman & Newcomb, 1969).

However, there has been little research effort directed toward determin-

ing which aspeqs of the college experience are of importance in facil-

itating change.' In studying the effects of college on occupational

values and choices, many facets of college life could have been chosen

for study. In this researdh we have focused on three areas that have

received considerable attention in discussions of influences on career

choice: (a) faculty career direction; (b) student identification with

campus subcultures; and (c) differential ability and performance levels,

as measured by Scholastic Aptitude Test scores and grades.

Occupational Classification

Many of the analyses and conclusions concerning work values that

will be presented in this chapter are based on direct questions asked

1Much of this research is reviewed in Holland (1964).

2
For an interesting discussion of this issue, see Borow (1964).

3See, for example, Roe (1964), Ginzberg et. al. (1951) and Super (1963).

4The research in this area which does exist is largely concerned with

the effects of academic performance as a source of aspiration or an

inducer of change. cf. Hind and Wirth (1969) and Davis (1966).
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of the respondents. However, an attempt was also made to discover

whether career choice could be viewed as an indicator of concern with

the varying opportunities and rewards which different kinds of work

allow. The merit of this kind of classification lies in its ability

to predict differential patterns of values in students.

Therefore, freshman and senior career choices, as well as the

occupations of the fathers, were coded in a manner designed to reflect

the varying value orientations thought to be inherent in given areas

of work. The traditional professions of medicine, law, and dentistry

were separated from occupations in business, government, education,

and the arts. Businessmen were divided by work function (separating

those occupations primarily concerned with people vs. those relating

to data or things) and by employment status (self-employed vs. employ-

ment by another individual or a firm.) The functional distinction for

businessmen is based on extensive job analysis performed by the Depart-

ment of Labor and reported in the Dictionary of Occupational Titles

(1965). Thus, for the greater part of the analysis, the following

occupational code categories were used:

1. Medicine
2. Dentistry
3. Law
4. People-oriented business occupations, self-employed.

(Most self-employed proprietors are included in this group.)

5. Business occupations focused on data or things, self-

employed. (e.g., self-employed accountants, architects,

craftsmen, etc.)

6. People-oriented business occupations, not self-employed.

(e.g., managers, supervisors, etc.)

7. Business occupations focused on data or things, not self-

employed (e.g accountants, auditors, craftsmen, etc.)

8. Scientists
9. Government employees

10. Educators below the four-year college level. (This category

includes teachers and administrators).
11. College professors and administrators
12. Artists, writers, and entertainers

13. Other

The rather high status origins of our university sample permitted

these distinctions within a rather limited status range. This somewhat

unique mode of occupational classification, transcending the usual

distinctions based on prestige alone, proved to be fruitful in account-

ing for the variance in values of students. In addition, in the analysis

of the effects of the father's occupation on student values and career

choices, it aided the discovery of different patterns of family influ-

ence.



The Effects of Family Background on Occupational Choice

Father's Occupation

The nature of the father's occupation was found to exert a signifi-
cant effect upon the kinds of career choices made by their sons. An
examination'of Tables VII-1 and VII-2 reveals that this effect is largely
determined by trends toward occupational inherite ce or self-selection,
and that these tendencies are as strong at the end of the college years
as they are at the beginning.

In Table VII-3, the percentage of sons who choose their father's
occupations is divided by the proportion of the entire sample who select
the same occupations. A ratio of 1.0 indicates that there is no tendency
toward self-selection; the likelihood of choosing a given occupation is
not increased if it is the career cf one's father. The fact that all
but two of these ratios are greater than 1.0, shows that there is a

strong tendency among these students to choose their father's occupa-
tions. Meny of these ratios increase during the four year time period,
signifying both a movement toward one's father's occupation, and a

greater tendency on the part of those choosing the occupations of their
fathers to maintain their initial choice.

A smallest space analysis was performed to investigate the kinds
of occupational origins that lead to similar career destinations in the
next generation. In this nonmetric technique, a data matrix is represented
by a configuration of points in the smallest possible Euclidean space.5

5
Distances between points can be based on a variety of quantitative
measures. In this case dissimilarity scores have been used which
reflect the difference between any two occupational origin groups in
sons' vocational choice distributions. These scores are computed by
dividing the absolute sum of the differences between corresponding
entries in each pair of distributions by two. The resulting score
represents the proportion of sons' choices which would have to be
transferred from one origin group to the other to make the two dis-
tributions identical. The computation of dissimilarity scores compar-
ing the distribution of sons' distinations for all pairs of occupational
origin groups results in a square matrix of scores. This matrix con-
stitutes the computer program input. For a further discussion of the
dissimilarity indices and an example of their use, see Laumann (1969).

The coefficient of alienation, a measure of goodness of fit,
becomes smaller as the solution more accurately represents the data
source. In thisanalysis of distances between fathers' occupations,
the coefficients for the best 2-space and 3-space solutions are .122
and .056 respectively.

In Figure VII-1, the distribution of the choices of artists' sons
has been omitted from the matrix since the inclusion of this small and
rather divergent group tends to force the other occupations together
in the space, thus obscuring the distances between them which otherwise
emerge.

For a description of the smallest space analysis, see Guttman
(1968) and Lingoes (1965). For further empirical examples of the use
of this technique, see Laumann and Guttman (1969 and Blau and Duncan
(1967).
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TABLE VII -3

Ratios. of Occupational Self-Selection
in the Freshman and the Senior Year

Occupation Freshman Year Senior Year

1. Medicine 2.3 3.6

2. Dentistry 4.3 5.4

3. Law 2.7 3.0

4. SE Business-People 3.5 2.0

5. SE Business-Data,
things 0.0 0.0

6. Business-People 1.3 1.4

7. Business-Data,
things 1.5 1.8

8. Science .9 1.7

9. Government 1.5 2.2

10. Education
(below the college level) 1.4 0.0

11. College Professors 2.9 1.3

12. Artists 3.6 0.0

13. Other 1.1 2.5

*
Ratio represents the percentage of sons who choose their father's occupa-
tion divided by the proportion of the entire sample who select the same
occupation.



In Figure VII-1, distances between father's occupations are determined

by the extent of similarity in the distribution of their sons choices.

Therefore, fathers'
occupations are close if their sons indicate a

similar pattern of vocational preferences. As the relative positions

in the space are similar for both time periods, only the matrix describ-

ing the senior occupational distribution is shown. (rhe correlation of

the distances between points in the 3-dimensional space at the freshman

and the senior year is .83.) Because the positions are not changed sub-

stantially when another dimension is added, and because the 2-space

solution represents a fairly good fit to the data (coefficient of aliens-

tion=.122), only the two dimensional solution is discussed here.

In viewing the space, it is of interest to note the clusters of

occupational groups which emerge: business occupations in the center,

surrounded by the health professions and scientists on the far right,

educators below the businessmen, law above them, and occupations in

government on the far left. A close examination of the bivariate table

from which the ppace is derived (Table VII-2) reveals the sources of

these clusters.° It is evident that the positioning of occupations in

the space follows a functional, rather than a prestige dimension. (The

numbers near each point indicate the average prestige scores of occupa-

tions in a given code category, using the occupational prestige code

based on NORC research conducted by Hodge, Siegel, and Rossi (forthcoming).

The relative positions of occupational groups along the horizontal axis

indicates a clear entrepreneurial-bureaucratic
dimension. The dotted line

drawn obliquely to this axis separates the occupations characterized by

extrinsic and intrinsic rewards.

In summary, the smallest space analysis shows that characteris-

tically similar work environments (bureaucratic vs. entrepreneurial)

and reward values (extrinsic vs. intrinsic) generate closer positions

in the space, signifying similarity in sons' occupational destinations.

This finding, combined with the relatively high ratios of self-selection

reported earlier, lends same initial support to the hypothesis that

values relating to these dimensions, i.e., self-direction and occupa-

tional reward values, may be transmitted from father to son, and later

reflected in different patterns of intergenerational occupational move-

ments.

Other Background Characteristics

An investigation of the effects of other sociologically relevant

characteristics (the prestige related variables of education and in-

come, and religion) on occupational choices produced several interest-

ing findings. When the father's educational level is cross-tabulated

with student occupational choice, significant differences emerge at

6
For example, the propensity to choose medicine, clearly differs

between the various clusters.



FIGURE VII -1

Smallest space analysis of the distances between fathers' occupations
with respect to similarity of sons' choices

2 dimensional solution, senior data
(arts omitted from matrix)

Guttman-Lingoes coefficient of alienation mg .122 in 20 iterations
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both time periods. However, somewhat greater differences are apparent

among the seniors (Table VII-4). The desire to pursue a senior medical

choice seems to be enchanced when the father is educated to the advanced

degree level. In this background group there is some aversion to busi-

ness management. (cf. Table VII-4, occupational category 6) However,

although Table VII-4 reveals a statistically significant difference, it

might be noted that the relationships between father's education and

son's occupational choice is not striking. Moreover, when those stud-

ents whose fathers have professions for which an advanced degree is

required (i.e., medicine, dentistry, law, and teaching) are excluded

from the table, differences in father's education between choice groups

are not significant at either time period. (cf. Table VII-5) Sons of

fathers with advanced degrees are still more likely to choose medicine

than the remainder of the sample, but In this case the difference is

smaller. There is virtually no difference between these statistics and

the others in the desire to enter business management.

These findings point to the conclusion that the differences be-

tween educational background groups are more a function of differing

occupational backgrounds (i.e., independent professionals and educators

on the one hand, and those employed by business, government, etc., on

the other) than a result of educational differences in the home per se.

Similarly, family income level was found to have differential

effects depending upon whether or not the father was in a business

occupational category. (Tables VII-6 and VII-7) In both the freshman

and the senior year interest in medicine increases with family income.

Hawever, the trend is much more pronounced in the non-business origin

group. Among freshmen, choice of law shows little relationship to

incone in either group. However, it is a more popular choice among

the senior sons of high incame businessmen than among the sons of the

more affluent professionals. Interest in business management increases

with family income level among freshmen sons of businessmen, but not

among the sons of professionals. In comparison to businessmen's sons,

professionals' sons show virtually no interest in any business choice

(occupational code categories 4-7).

As in the case of educational background effects, these inter-

actions point to the conclusion that such socio-economic status indica-

tors should not be considered, acting alone, as primary determinants of

occupational preferences and career choices. While family income level

can facilitate later attainment of a high status career--by family

financing of graduate or professional study or through the inheritance

of a business or a professional practice--the nature of the occupational

choice in all income groups is strongly affected by the father's occupa-

tion. The business-professional dichotomy is of primary importance in

this regard. Thus, high income businessmen's sons tend to move into

law or business in much greater proportions than the sons of profes-

sionals. In contrast, sons of high-income professionals are dispro-

portionately attracted to medicine.



TABLE VII-4

Re la t ionship Between Fa ther s Educi t ion
and Son' a Senior Occupa tiona 1 Choices

Father' s Education

Son ' s Senior Less Than Some
Occupa t iona 1 High High
Choices All School School

High
School

Graduate
Some

College
College

Graduate

Professional
Or

Graduate
Degree

1. Medicine 19% 26% 4% 14% 13% 14% 30%

2. Dentistry 3 0 0 3 2 3 6

3 . Law 12 11 11 9 14 15 11

4 . SE Business-
People 3 0 4 0 3 5 3

5 . SE Business-
Dat a, things 1 0 0 3 1 2 0

6 . Bus iness-
People 13 11 15 15 13 17 9

7. Business-
Dat a , things 5 5 12 6 4 4 5

8. Science 5 0 4 3 6 6 5

9 . Government 6 11 0 11 7 5 3

10. Educators 7 11 23 10 6 5 4

11 . College
Professors 17 16 23 21 20 13 16

12. Artists 3 0 0 2 3 5 3

13. Other 6 9 4 3 8 6 5

Total 100% 100% 100% 100% 100% 100% 100%

544 19 26 94 115 129 161

Chi2 so 82.896 df a 60 P .05

-333-
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TABLE VII-5

Relationship Between Father'
and Son's Senior Occupations

Education

1 Choices

(Sons of doctors, dentists, lawyers, and
educators at and below the college level
are excluded)

Father's Education

Son's Senior
Occupational
Choices All

Less Than
High
School

Some

High

School

High
School

Graduate
Some
Col ege

College
Graduate

Professional
or

Graduate
Degree

1. Medicine 15% 26% 4% 14% 13% 14% 21%

2. Dentistry 3. 0 0 3 2 2 7

3. Law 12 11 11 9 14 16 10

4. SE Business-
People 3 0 4 0 3 6 5

5. SE Business-
Data,things 2 0 0 3 1 2 0

6. Business-
People 14 11 15 15 12 17 13

7. Business-
Datalthings 5 5 12 6 4 2 6

8. Science 5 0 4 3 6 5 7

9. Government 7 11 0 11 7 5 5

10. Educators 7 11 23 10 6 5 2

11. College
Professors 17 16 23 21 20 13 13

12. Artists 3 0 0 2 4 6 2

13. Other 7 9 4 3 8 7 9

Total 100% 100% 100% 100% 100% 100% 100

455 19 26 94 113 120 83

Ch12 = 66.52 df = 60 P = NS

-334etmA
te.)t.11.1



TABLE VII-6

Relationship Between Family Income

Snd Son's Freshman _Occupational Choices

Family Income

Son's Freshman
Occupational
Choices

Less
Than

$4,000

$4,000
to

$7,499

$7,500
to

$9,999

$10,000
to

$14,999

$15,000

to

$19,999

$20,000
and

Over

1. Medicine 25% * 21% 25% 26% 30% 32%

0% * 20% 20% 25% 45% 47%

2. Dentistry 3 4 5 5 3 2

0 0 4 5 2 3

3. Law 16 12 13 13 17 16

0 11 13 13 16 18

4. SE Business-
- People 0 0 1 0 0 4

0 0 0 0 0 0

5. SE Business-
Data,things 0 0 1 1 0 0

0 0 0

6., Business-
People 0 4 7 8 12 17

11 7 2 5 5 2

7. Business-
Data,things 0 6 4 5 3 3

0 0 7 2 2 2

8. Science 34 24 21 13 15 9

22 21 13 22 15 11

4. Government 6 5 6 7 8 6

22 25 20 5 5 4

10. Educators 10 10 4 6 6 0

11 9 9 7 1 3

11. College
Professors 0 4 2 3 2 2

0 0 4 7 0 2

12. Artists 0 3 5 5 3 5

11 5 4 4 5 4

13. Other 6 7 6 8 1 4

23 2 4 5 4 4

Total 100% 100% 100% 100% 100% 100%

N 1115 32 168 204 338 163 221

N 426 9 45 46 123 84 126

* Opper.entries refer to the sons of businessmen; lower entries refer

io the rest of the sample
Upper Entries: Chi

2
... 128.50 df = 60 P .001,

Lower Entries: Chi
2

94.35 df 60 P .01



TABLE VII -7

Relationship Between Family Income

and Son's Senior Occupational Choices

Family Income

Son's Senior
Occupational
Chnip

Less
Than

$4,000

$4,000
to

$7,499

$7,500
to

$9,999

$10,000
to

$14,999

$15,000
to

$19,999

$20,000
and
Over

1. Medicine 11% * 14% 18% 8% 12% 21%

0% * 33% 12% 17% 41% 53%

2. Dentistry 0 5 1 6 3 1

0 0 0 7 4 0

3. Law 11 7 8 6 30 19

0 0 '23 2 11 15

4. SE-Business-
People 0 0 3 3 3 10

0 0 0 0 0 5

5. SE Business-
Data,things 0 0 1 4 0 0

0 0 0 0 0 0

6. Business-
People 22 10 9 16 14 22

0 11 12 13 0 5

7. Business-
Datalthings 11 9 9 2 3 3

50 11 18 4 0 0

8. Science 0 10 4 6 6 2

0 0 6 4 4 5

9. Government 0 3 10 8 5 4

0 11 0 2 4 5

10. Educators 11 11 7 10 3 6

0 0 0 9 4 3

11. College
Educators 11 25 23 19 14 6

0 22 6 36 18 5

12. Artists 0 2 3 2 5 3

50 11 12 0 7 3

13. Other 23 4 4 10 2 3

0 1 11 6 7 1

Total 100% 100% 100% 100% 100% 100%

N 9 57 74 124 64 68

N 2 9 17 47 27 40

* Upper entries refer to the sons of businessmen; lower entries refer to the

rest of the sample
Upper Entries: Chi

2
99.81 df 60 P .001

Lower Entries: Chi
2

88.6 df 55 P = .01
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While the generally high level of freshman interest in medicine
tends to obscure differences which emerge later, even during the fresh-
man year some religious differences are apparent. Table VII-8 reveals
that Jews differ from Gentiles in their strong propensity toward medicine.
By the senior year, this difference has greatly increased.(Table
Among the seniors, Jews also show a slightly greater interest in college
teaching. All in all, a little more than half of the Jewish men who are
seniors choose either medicine or college teaching. In contrast, 30%
of Protestants and 20% of Catholics choose these two professions. And,
in comparison to the other groups, Jews show an aversion to teaching
below the college level and to employment inbusiness organizations;
in the latter categories, only 8 percent of the Jewish seniors expect to
work in a business organization in contrast to 24% of the Protestants
and 30% of the Catholics.

The distribution of Protestant and Catholic career choices in the
freshman year is almost identical. Because only 51 Catholics are in-
cluded in the longitudinal sample, any observations pertaining to senior
Protestant-Catholic differences are highly tentative. However, Catholics
do show somewhat greater interest than Protestants in law and business
management, and a lesser tendency to choose medicine at this time. In
general, these religious differences parallel those found in the study
by Davis (1965).

The Effects of Family Background on Occupational Values

Autonomy Values

As demonstrated earlier by the smallest space analysis, a clear
entrepreneurial-bureaucratic dimension emerges when fathers' occupa-
tions are aligned with respect to similarity in their sons' choices.
In view of this result, it is of interest to note that student values
pertaining to autonomy and self-direction are also related to the
occupational environments of their fathers. The measure of autonomy
used here is based on the following question:

If you could have your own choice in the matter, which
of the following would you prefer? (check one)

To work on my own, with nobody over me and nobody
under me.

To be 'top man' in a company or organization; to
have the major decisions and responsibilities.

To have a job in a company or organization without
the major responsibilities.

In Table VII-10, fathers' occupations are ranked by the propor-
tion of sons in each origin group who choose these options. This table
indicates that sons desire to achieve in their own careers the kind of
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TABLE V11-8

Relationship Between Religious Background
and Son's Freshman Occupational Choice

Son's Freshman
Occupational Choice Religious Background

Protestant Catholic Jew

Medicine 24% 29% 37%

Dentistry 4 6 2

Law 13 15 15

SE Business-People . 1 2

SE Business-Data,
things 1 0 0

Business-People 8 9 6

Business-Data,
things

. .. _
4 2 4

Science 18 15 13

Government 8 8 5

Educators 6 7 2

College Professors 3 1 4

Artists 4 3 5

Other 6 4 5

Total 100% 100% 100%

755 205 418

Chi
2=62.48 df = 24 p = .001
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TABLE VII-9

Relationshi Between Reli ious Back round
and Son s Senior Occupational Choices

Son's Senior
Occupational Choice Religious Background

Protestant Catholic Jew

Medicine 15% 6% 32%

Dentistry 4 8 1

Law 8 18 17

Business-People 2 2 4

Business-Data,
things 1 2 2

SE BusinessPeople 17 22 6

SE BusinessData,
things 7 8 2

Science 6 0 4

Government 6 10 2

Educators 10 8 0

College Professors 15 14 20

Artists 3 0 6

Other 6 2 4

Total 100% 100% 100%

272 51 160

Chi2
=85.64 df = 24 p = .001



4R:

TABLE VII-10

Rank Order Percent Distributions of Freshmen Autonomy Choices

by Father's Occupation

"Top Man"

517 SE Business -
people (N=391)

43% Business -
people (N=372)

42% Business - data,

things (N=315)

40% Arts (N=15)

39% Other (N=51)

39% Educators below
college level
(N=39)

36% Government (N=72)

35% Lawyers (N=68)

32% SE Business -
data, things
(N=60)

32% Scientists (N=19)

32% College profes-
sors (N=38)

25% Doctors (N=80)

"Work on own"

"Work without major

84% Dentists (N=25) 14% Other (N=51)

69% Doctors (R=80) 13% Axts (N=15)

68% Scientists (N=19) 13% College profes-
sors (N=38)

60% SE Business -
data, things(N=60)

13% Business - data,
things (N=315)

57% Government (N=72) 10% Business - people
(N=372)

56% Lawyers (N=68) 9% Lawyers (R=68)

55% College professors
(N=38)

8% SE Business -
data, things
(N=60)

54% Educators below
college level

8% EduCators below
college (N=39)

(N=39)

47% Other (N=51) 7% Government (N=72)

47% Business -
people (N=372)

6% Doctors (**80)

47% Arts (N=15) 5% SE Business -
people (N=391)

45% Business - data, 4% Dentists (N=25)

things (N=315)

(continued)
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TABLE VII-10 (cont'd)

Rank Order Percent Distributions of Freshmen Autonomy Choices
by Father's Occupation

"Top Man" "Work on own"
"Work without major

responsibility"

12% Dentists (g=25) 44% SE Business -
people (N=391)

0% Scientists (N=19)

42%

644

Percent of total

N

Chi
2
=

49%

766

64.19

Percent of total

N

df = 24

9% Percent of total

135 N

P =..001

Entries represent the proportion of freshmen with fathers in a given
occupational category who gave the particular response to the autonomy
question. For example, this entry indicates that 517 of the freshmen
whose fathers were in the "SE Business - People" occupational category
chose the "top man" alternative on the autonomy question. The base of
each percentage is the total number in the occupational category (N=391
in the "SE Business - People" category).



work autonomy which is characteristic of their fathers' occupations.
Thus, the sons of fathers whose occupations tend to be found in large-
scale organizational environments are more likely to want to be "top
man" in a company or organization. Three categories of businessmen are
found at the top of this list. They are followed by artists (many of
whom work in commercial settings), educators below the college level,
government workers, and lawyers. Self-employed businessmen in the data-
thing category (i.e., self-employed engineers, accountants, architects,
etc.), scientists, and college professors, who might be expected to be
less bureaucratic in their work orientations, have sons who generally
do not wish to head large organizations. At the bottom of the list are
the sons of doctors and dentists, who are the most independent of all
occupational groups considered here, and whose work is typically carried
out in small-scale enterprises. (While there is a trend toward increas-
ing employment in medical clinics, almost all of the doctors who are
fathers of students in this sample--98 out of 112--are self-employed
in their own private practices. Similarly, 30 out of 31 dentists are
self-employed.)

"To work on my own, with nobody over me and nobody under me,"
can probably be considered the most entrepreneurial and autonomous
response. The rank order of preference for this choice is almost the
reverse of the order discussed above. In this case, the sons of
dentists, doctors, and scientists head the list. The sons of self-
employed managers (category 4), employed businessmen (6 and 7), artists,
and educators (10), are found at the bottom. (The location of the sons
of college professors is an interesting exception to this general
reversal.)

As is evident from the table, very few students from any occupa-
tional background chose to work in an organization without the major
responsibilities.

An attempt was made to determine whether self-employment of the
father exerts a significant effect on the kind of value orientation
reflected in the response to this question. The sons of the self-
employed did not differ from the other students in the proportion want-
ing to be "top man." (Table VII-11) However, they were slightly more
likely to choose the more entrepreneurial response, "to work on my own."
Also, as expected, they were less interested in working in an organiza-
tion without major responsibility.

In conclusion, these fathers' occupational variables were found
to relate to the measure of autonomy in statistically and theoretically
significant ways. This fact, combined with a general absence of clear
relationships between this value measure and education and income
variables, gives further evidence that the nature of the father's
occupation is of greater importance in effecting sons' work values.

As might be expected in consideration of the occupational choice
differences characteristic of religious background groups, religion
also proved to be significantly related to this autonomy value.
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TABLE VII -11

Relationship Between Father's Employment
Status and Son's Freshman Autonomy Choices

Son's Freshman
Autonomy Choice Emplorment Status of Father

Self-
Employed

Both Works for
Someone Else

"Top Man" 42% 46% 42%

"Work on Own" 53% 36% 48%

"Work without Major
Responsibility" 5% 18% 10%

Total 100% 100% 100%

N 599 28 924

X
2
= 18.13 df = 4 P = .01

Protestants were most interested in being "top man" and least likely to

want to work on their own. In keeping with their propensity toward
entrepreneurial career patterns, Jews were less likely than Protestants
to want to be top man in an organization, and more likely to want to

work independently. In accord with their avoidance of business, Jews
were least interested in working in an organization without major

responsibilities.. Freshmen Catholics, in Spite of their senior choice
tendencies reported earlier (interest in business management, and
avoidance of medicine) were like the Jews in their desire to work on
their own and in their disinterest in the "top man" career option.
(Table VII-12)

In the current literature concerning vocational values of stud-

ents, it has been suggested that increasing affluence has allowed them

to take the extrinsic occupational rewards of money, status, and sec-

urity for granted, and to be attracted to those career opportunities

enabling the attainment of the more intrinsic self-expression or people-

oriented values (cf. Flacks, 1967). Therefore, it was expected that
prestige-related background characteristics, as well as the father's

occupation,would be related to the student's estimation of the impor-
tance' of succeeding in the world. It was hypothesized that students from
higher edupational and income backgrounds would place less emphasis on

the importance of success. Furthermore, those respondents whose fathers
were in the apparently more materialistic business world were expected to
place more importance on success than students from other, more professional
and service oriented backgrounds.
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TABLE VII-12

Relationship Between Religious Background
and Son's Freshman Autonomy Choices

Son's Freshman
Autonomy Choice Religious Background

Protestant Catholic Jew

"Top Man"

"Work on Own"

"Work without Major

Responsibility"

45%

44

11

39%

52

9

40%

54

6

Total 100% 100% 100%

N 749 202 413

Chi2=14.15 df = 4 p = .01

Freshmen respondents were asked to rank t4eir concern about

succeeding in the world on a four-point scale. Contrary to prior

supposition, income level proved to be statistically unrelated to

this measure of success concern. (Nor was income related to two

other success-oriented measures: the concern with succeeding in

college or with being an outstanding student.) The father's educa-

tional level was also unrelated to this measure. However, concern

with success in the world tended to decrease as the mother's educa-

tional level rose (cf. Table VII-13) The sons of mothers with gradu-

ate degrees were outstanding, in comparison to the other students, in

their seeming lack of concern.8

Father's occupation proved to be highly related to concern with

succeeding in the world. As expected, businessmen's sons were more

concerned than most of the professional groups. (cf. Table VII714)

An index of success concern derived from the responses to this ques-

tion and the two other measures mentioned above showed almost the

identical rank order by father's occupation.

7The question, for freshmen, parallels question 111 of Part One

of the Senior Questionnaire. For each of a list of possible problems

and issues, freshmen were asked to check their degree of concern on a

four-point scale, ranging from "Very concerned" to "Not at all concerned."

Included in this list was the item: "Do I have what it takes to succeed

in the wgrld."
°A measure combining the educational level of both parents was

also significantly related to concern with success, the direction of the

'relationship again being negative. = .01)
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TABLE VII-13

Mean "Concern with Succeds" Score
liLMother's Education

Mother's Education

less than high school

some high school

completed high school

some college

completed college

advanced or professional
degree

Total

Concern with Success

1.831 71

1.914 93

2.056 498

2.135 371

2.129 410

2.424 139

2.107 1582

eta = .125 F 5.023

TABLE VII-14

Rank Order List of Mean "Concern with
Success" Scores by Father's Occupation

P = .001

Rank
Order Father's Occupation Concern with Success

1. Dentists 1.61 26

2. Artists 1.66 15

3. SE Business-People 1.99 395

4. Business-People 2.06 376

5. SE Business-Data,things 2.09 61

6. Other 2.11 52

7. Business-Data, things 2.15 318

8. College teachers 2.20 39

9. Lawyers 2.28 71

10. Doctors 2.33 83

11. Government 2.35 73

12. Scientists 2.42 21

13. Educators below the
college level

2.45 40

Total 2.11 1576

eta F = 2.857 P = .001
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Seniors were asked to rate several criteria according to their
tmportance when considering a choice of occupation. The importance of
extrinsic rewards was indicated by the following areas of concern: that
the occupation is respected, has high income, and provides security and
opportunities for advancement. In addition, an index consisting of the
added ratAngs for each of these criteria constitutes an overall measure
of value. Statistically significant relationships .between these mea-
sures and q6 prestige.related background variables were rather
unexpected.

Considering the index first, parental incoue showed a highly signifi-
cant relationship to concern with extrinsic rewards. However, their
importance tended to increase with incame level. (cf. Table VII-15) The
relationship between this measure and occupational prestige, while some-
what positive, showed no clear general pattern. An upper middle category
(6), consisting mostly of high income businessmen, placed the most empha-
sis upon extrinsic rewards. However, contrary to expectation, very low
prestige (categories 1 and 2) was associated with less emphasis on
this set of values. (cf. Table VII-16)

The ueasure of concern that the occupation be respected also showed
a scmewhat positive relationship to income. (cf. Table VII-17) Its
relationship to father's occupation was highly significant. (Cf. Table
VII-18) However, the sons of dentists, doctors, lawyers, and educators
below the college level show more concern with occupational prestige than
do the sons of businessmen. This is in contrast to the freshman rank
order of occupational origin groups by concern with worldly success in
which the dentists were the only major professional group to rank above
businessmen.

Concern with occupational advancement showed some tendency to increase
with family income (cf. Table VII-19) and with father's education
(cf. Table VII-20). The prestige of the father's occupation showed a
rather curvilinear relationship to this kind of concern. As in the case
of the extrinsic reward index, category 6, composed of high income busi-
nessmen's sons, shawed the most concern with occupational advancement
(cf. Table VII-21).

Turning now to concern with high income, the most explicitly material-
istic question of the four considered, we again find a significant and
generally positive relationship to family income (cf. Table VII-22). The
relationship between this variable and occupational prestige, while
statistically significant, again showed a rather curvilinear pattern.
The lowest prestige categories were least concerned, and the category

/The Extrinsic Reward Index consists of Part One, question 799 items
a,b, j , and k of the Senior Questionnaire, Appendix B.

10
The relationship between each one of these value measures and the

following variables was investigated: father's occupation, the prestige
of the father's occupation, family income, and the education of both par-
ents. However, only the statistically significant relationships are
reported here.
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TABLE VII -15

Mean Extrinsic award Index Score
by FaMilv Income

Family Income
Extrinsic Reward
Index Score

Less than $4,000 4.636 11

$4,000 to $7,499 3.511 47

$7,500 to $9,999 3.984 62

$10,000 to $14,999 4.600 170

$15,000 to $19,999 4.691 123

$20,000 and over 5.174 207

Total 4.666 620

eta .174 F 3.854 P .01

TABLE VII-16

Mean Extriisic Reward. Index Score
by Father's Occu ationa1 Presti e

Father's Occupational Extrinsic Reward

Prestige Score Index Score

16-32 3.806 36

33-41 3.772 57

42-49 4.466 88

50-57 4.833 138

58-69 4.571 119

70 5.494 85

71-77 4.958 72

78-82 4.553 38

Total 4.665 633

eta .172

363

F 2.718 P .01
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TABLE VII -17

Mean "Concern with Occupational Prestige"
Score by Famitv Income

Family Income

Mean Concern with
Occupational Prestige

Less than $4,000 1.636 11

$4,000 to $7,499 1.542 48

$7,500 to $9,999 1.877 65

$10,000 to $14,999 1.851 175

$15,000 to $19,999 1.811 127

$20,000 and over 1.947 209

Total 1.850 635

eta .142 F 2.608 P .05



TABLE VII-18

Mean "Concern with Occupational Prestile" Score
by Father's Occupation. (rank order list)

Rank
Order Father's Occupation

Mean Concern with
Occupational Prestige

1 Dentists 2.556 9

2 Doctors 2.091 22

3 Lawyers 2.059 34

4 Educators Below the
College Level 2.048 21

5 Other 2.000 20

6 SE Business-People 1.856 146

7 Business-Data,things 1.825 137

8 Business-People 1.818 170

9 SE Business-Data,
things 1.773 22

10 College Professors 1.737 19

11 Scientists 1.583 12

12 Government 1.484 31

13 Artists 1.313 3

Total 1.847 646

eta .202 F 2.249 P .01



TABLE VII-19

Mean "Concern with Occupational Advancement"

Score by Family Income

Fsunily Income

Mean Concern with
Occupational Advancement

Less than $4,000

$4,000 to $7,499

$7,500 to $9,999

$10,000 to $14,994

$15,000 to $19,999

$20,000 and over

Total

eta .161

2.091 11

1.816 .49

1.908 65

2.167 174

2.119 126

2.298 208

2.145 633

F 3.353 P .01

TABLE VII-20

Mean "Concern with Occupational Advancement"

Score by Father's Education

Mean 'Concern with

.Occupational Advancement
Father's Education

Less Than High School

Some High School

: Completed High 3chOol

. - . . .

Some College

Completed College
.

.

Adve4c.0 or Professional

Degree
Total

eta .157

1.800 20

1.923 26

2.064 94

2.070 115

2.367 128

2.108 158

2.133 541

F 2.716. P = .05



TABLE VII-21

Mean "Concern with Occupational Advancement" Score
by the Prestite Score .of the Father's Occupation

Father ' s Occupational
Prestige Score

Mean Concern with
Occupational Advancement Score

16-32 1.811 37

33-41 1.828 58

42-49 2.000 88

50-57 1 2.243 140

58-69 2.152 125

70 2.523 86

71-77 2 . 219 73

78-82 1.923 39

Total 2.146 646

eta .224 F 4.794 P .001
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.TABLE VII-22

Mean "Concern wi.th High Income"
Score by Family Income

Family Income

Mean Concern with
High Income Score

Less than $4,000 2.273 11

$4,000 to $7,499 1.796 49

$7,500 to $9,999 1.984 64

$10,000 to $14,999 2.247 174

$15,000 to $19,999 2.310 126

$20,000 and over 2.464 209

Total 2.270 633

eta .205 F 5.518 P .001

TABLE VII-23

Mean CotiCern with High Income Score
by Prestige of the Father's Occupation

Father's Occupational
Prestige score

Mean Concern with
High Income Score

16-32 1.865 37

33-41 2.051 59

42-49 2.239 88

50-57 2.321 140

58-69 2.244 123

70 2.612 85

71-77 2.329 73

78-82 2.122 41

Total 2.271 646

eta .186 F B 3.264 P .01
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consisting of the sons of high income businessmen attached the greatest
importance to high tncome (cf. Table VII-23). The sons of dentists and
doctors ranked higher on this dimension than did the sons of all cate-
gories of businessmen. The sons of educators below the college level and
lawyers attached more importance to high income than did the sons of
those businessmen whose occupations focus on data or things. The non-
self-employed businessmen in this functional category tend to be in the
least prestigious occupations (cf. Table VII-24).

Concern with occupational security was not significantly related to
any of the occupational or prestige-related variables considered in this
study.

In conclusion, these results clearly conflict with the hypothesis
that students from higher socio-economic status backgrounds, as indicated
by the prestige or professional status of the father's occupation, the
father's educational level, or by family income, place less emphasis
upon extrinsic occupational rewards.

While freshman business origin groups showed more concern with
success than most of the other students, this finding was not confirmed
by the senior data. Among seniors, father's occupation was significantly
related to two of the four extrinsic reward value measures considered.
In the case of concern that the occupation be respected, sons of den-
tists, doctors, lawyers, and educators ranked higher than the sons of
businessmen. Sons of dentists and doctors ranked higher than did the
sons of all categories of businessmen in their concern with high
income. The sons of educators and lawyers valued high income more
than did the sons of those businessmen whose occupations focus on data
or things. Occupational prestige did not show a clear linear relation-
ship to any of these values. The highest income businessmen's sons were
most concerned with attaining occupational advancement and high income.
However, businessmen's sans as a group do not tend to rank higher than
the sons of all professionals in concern with these extrinsic reward
values.

In the entry sample, family income and father's education were
unrelated to concern with success. However, among seniors, family
income was at least souewhat positively related to concern lath three
extrinsic reward values and to the index of extrinsic reward. Father's
education was positively rzlated to one value, the concern with occu-
pational advanceuent, but it was unrelated to the other measures.

Therefore, this study found no evidence for the proposition that
students from higher social status backgrounds are less interested in
attaining the extrinsic rewards of career than their less affluent
classmates. While a de-emphasis on these values could be the histori-
cal trend, findings based on this sample of students who graduated
from college in the mdddle 60's give no support to this hypothesis.
If anything, the more affluent students are more interested in retain-
ing the rather materialistic and extrinsic career rewards which their
fathers already possess.



TABLE VII-24

Rank
Order

Code

Category

Hkan Concern with High Income Score

N

by Father's Occupation. (rank order list)

Father's Occupation

Mean Concern with
High Income Score

1. 2 Dentists 2.667 9

2 12 Artists 2.667 3

3 1 Doctors 2.500 22

4 4 SE Business-People 2.452 146

5 6 Business-People 2.298 168

6 10 Educators Below the
College Level 2.273 22

7 3 Lawyers 2.265 34

8 5 SE Business-Data,things 2.182 22

9 7 Business-Data, things 2.169 136

10 13 Other 2.150 20

11 9 Government 2.032 31

12 11 College Professors 1.789 19

13 8 Scientists 1.750 12

Total 2.27 644

eta .180 1.764 P .05
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The Effects of the College Experience on
Occupational Values and Choices

Faculty

As noted earlier, a primary objective of the present study is to
investigate the kinds of student experiences which could have an effect

upon occupational values and career choices. As part of this effort,

an attempt was made to determine whether faculty members tend to direct

students toward certain career lines, and to compare this direction
with that coming from parents. In Table VII-25, the occupational
choice distributions of students by three levels of perceived faculty

and parental influence are presented.11 There are rather large dif-

ferences in the senior choice distributions of those students who feel
they have been strongly influenced by their parents in their career
choice and those who perceive a similar level of influence from their

professors. Perceived faculty influence moved students toward college

teaching and away from .uedicine. Those who felt high faculty influ-

ence also showed a lesser inclination toward business than did the

entire sample. However, those who felt they had been strongly influ-
enced by their parents showed a greater propensity toward business
and medicine, and were not as attracted to college teaching as were

other Se4ors.

Peer Subcultures

College peers are also known to be powerful reference groups,
often counteracting the influence attempts of educators and adminis-

trators. Orientations of the various student subcultures toward the
criteria to be used in judging personal worth, what constitutes import-
ant and valuable activity, and what goals are worth striving for, were

thought. to be quite pervasive, having effects upon occupational as
well as other important life decisions. Therefore, it was expected

that values and perspectives fostered by the peer subcultures would
be of great relevance to the student's developing orientations toward
work.

While the effect of student subcultures on occupational values has
received little attention, some campus observers have suggested that
there are differences in work values among the members of the various

student subcultures. Four uajor subcultural orientations were identified

by Clark and Traw 7- the collegiate, vocational, academic, and non-
conformist.12.-In this classification, the collegiate subculture is

"Perceived parental influence was measured by the extent to which
the student chose "Mother" and "Father" in response to questions asking
about the importance of different people in choice of a majorquestion 12)
and occupation (Q.83). Faculty influence was measured by the importance
given to "other Michigan faculty" on these two questions, as well as
indicating that "another faculty member" had discussed vocational plans
or problems with the student. (Question 41 in Appendix B)

12For previous findings relevant to the Clark-Trow subcultures, see
Tables II-1 and 111-3 in Chapters II and III above.

;)
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TABLE VII -25

Relationship Between Perceived Faculty and Parental Influence

and Freshman and Senior Occupational Choices. (upper row entries

correspond to the senior choice distributions; lower row entries

correspond to the Freshman choice distributions).

Perceived Faculty
Influence on Career Choice

Perceived Parental
Influence on Career Choice

Total

Occupational
Choice Low Some High Low Some High

18.5

26.9

11.8

15.1

Medicine

Law

25%*

33%*

15

15

19%

27%

16

16

13%

23%

7

13

8%

18%

11

10

18%

29%

12

14

26%

31%

13

17

22.5 29 23 19 21 20 27

Business
12.7 13 14 12 11 10 18

4.9 4 8 4 5 5 4

Science
17.1 18 17 18 21 21 11

5.6 5 7 5 7 4 6

Government `.

7.1 6 9 7 12 5 7

6.4 7 5 7 10 9 2

Educaiion Be/ow,
eoilege Level

4.9 2 5 6 10 6 0

18.0 7 10 31 29 20 9

*College Teaching

4.0 2 4 6 7 3 3

-12.2 8 13 14 9 11 13

Other
12.2 11 8 15 11 12 13

Total 100% 100% 100% 100% 100% 100%

132 165 201 112 208 204

* Upper row entries correspond to the senior choice distributions; lower row

entiiii correspond to the freshman choice destributions

3'494 ,44
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viewed as being preoccupied with social life and extra-curricular pur-

suits. Here one finds the fraternity men, athletes, and the traditional

leaders of campus-wide organizations and activities. To the vocational

students, education is predominantly a means to a diploma, which carries

with it a desired occupational goal and a correspondingly high social

status. Members of the academic subculture are highly involved in

course work, and tend to aim for the higher level professions which

require graduate study. The residual, non-conformist subculture,.

includes the political activists and the more aesthetically-oriented

groups. Much of the literature describing non-conformist students

focuses on their vast alienation fror. middle class and "establishment"

work roles. Hypotheses concerning the relationship between these four

subcultural orientations and work related values were derived from the

growing literature on college students and the observations of the author.

A multiple classification analysis was used to compare the relative

importance of the predictor variables pertaining to social background

and student subcultural orientation in accounting for differences in

occupational values and to assess the overall power of the combined

varialdes in the multivariate model. This kind of multivariate analysis

enables one to compute the proportion of variance in the dependent

variable which is explained by each of the independent variables, icin-

trolling for the others, and by all variables considered together.

To determine the amount of variance accounted for by additional

variable(s), over and above that already explained by other predictors,

it is necessary to re-run the program, adding on the additional variable(s)

in question. In so far as these variables are correlated with the pre-

dictors already present in the model, the amount of additional variance

explained will be a conservative estimate.

Therefore, to determine the explanatory power afforded by knowing a

student's subcultural orientation, over and above that attained by know-

ing his background characteristics, two measures of subcultural orienta-

tion were added to a predictive model consisting of three background

characteris4cs alone (Father's occvpation, family income, and father's

education).v* In Table VII-26, eta', corresponding to the amount of

13Unlike the more conventional multiple regression analysis, MCA

makes use of "dummy variables" constructed for each category of every

predictor, and therefore can be used with categorical predictors. For

a description of multiple classification analysis, cf. Andrews, Frank.;

Morgan, James; and Sonquist, John. Multiple Classification Analysis:

A Report on a Computer Program for Multiple Regression jakm Categorical

Predictors. An Arbor: Survey Research Center. Institute for Social

Research. May, 1967.
14The first measure of subcultural orientation was an operationaliza-

tion of the Clark-Trow typology (Part One, Q.49); the other was a more

refined breakdown into ten student types (Part Three,Q.17). The results of

the former appear in column 6 of Table VII-26; the latter in column 5.

_a;./3



variance explained by each one of the predictors considered alone, is
presented in coltmms 1,2,3,5, and 6. Multiple r2, providing a measure
of the total explanatory power of the mulivariate model, is shown for
both runs of the program for each value measure (columns 4 and 7). In
addition, the amount of variance attributable to subculture over and
above that explained by the background factors, "Net Subculture," is
given in column 8.

As is evident in Table VII-26, the subculture. orientations offer
greater explanatory power than the background variables alone. They
are especially powerful in the prediction of the extrinsic reward valuesand the concern that an occupation be creative.15 However, they are
poorer predictors of people-oriented work values and the desire forautonomy. These results afford 'rather convincing evidence that those whoidentify with the various campus subcultures hold different orientations
toward work, and that these differences cannot be attributed to back-
ground effects.

Students probably enter college with preconceptions, both positive
and negative, regarding the canpus subcultures. These prior notions
are likely to be influenced by the backgrounds from which students come.
However, it is interesting to note here that when subcultural orienta-
tion was compared for students of different social background, very few
significant relationships could be found.16

Only some of the differences in values between subcultural groups,
as defined by the first measure (the Clark-Trow typology) will be dis-
cussed here. (cf. Tables VII-27 through VII-36). As the differences in
values would lead one to expect, students with different subcultural
orientations showed highly distinctive patterns of occupational choice
distribution (cf. Table VII-37). Due to the high levels of association
between subcultural orientation and occupational choice, an investigation
was also made of the extent to which students who identify with different

15
The occupational values in Table VII-26 come from the question

(Q. 79) asking for the importance of different reasons for choosing
one's occupation. As indicated above, the Extrinsic Reward Index con-
sists of items a,b,j,k of Q. 79. The Self-Expression Reward Index con-
sists of items e,f,i. The People-Oriented Reward Index consists of
items h and in.

16p
tests were made comparing mean subcultural orientation scoresby father's occupation, the prestige of the father's occupation, the

parents' education, religious background, and ethnicity. While back-
ground comparisons between selected cubcultural orientation pairs would
undoubtedly generate some relations of significance, if the relationship
between background and subcultural orientation were large, one would
expect to find a pattern of statistically significant differences in these
overall comparisons.
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iubcultures have differential patterns of occupational choice change
while in college.17 (cf. Tables VII-38 through VII-42)

As expected, the work values of the vocationally oriented students
indicated that they were striving for the relatively high social status

whibh a college degree can guarantee. When compared with students with
other subcultural orientations, they ranked first in their emphases on

the criteria that an occupation be respected (cf. Table VII-31) and

that it provide security. (cf. Table VII-30) These students also
ranked high in their concern with high income (Table VII-28) and occupa-
tional advancement (Table VII-29), and on the overall extrinsic reward

measure (rable VII-27). In importance placed on career in later life,
they shared first rank positions with the more professionally-oriented,
academic students (Table VII-32). They show less concern than other
students that their occupations provide opportunities for creative
expression (Table VII-33), or that they might work by themselves (Table

VII-35). Vocational students were overrepresented among those choosing
medicine and dentistry. They were smmmtiat underrepresented in the
people-oriented business occupations (Table VII-37).

Students identifying vrith the collegiate subculture showed a pattern
of extrinsic reward value orientation which was highly similar to that
of the vocational students (Table VII-27). These students were most
interested in high income (Table VII-28) and the criterion that an occu-
pation provide opportunities for advancement (rable VII-29). They were
close behind the vocational students in their mean scores indicating
concern with occupational security and occupational prestige (rables

VII-30 and VII-31). Of the four groups, they were least concerned that
they be allowed to work by themselves (Table VII-35).

The collegiate students placed less emphasis upon career as a future
life sphere than did the vocationals and academics, but were somewhat
more concerned than the vocational students that their occupations be

creative (Tables VII-32 and VII-33). For them, the exercise of leadership

was of greatest importance (Table VII-34).

In accord with their extrinsic reward values, and their lack of con-
cern that they be permitted to work by themselves, the collegiate stu-

dents were drawn toward the business world during their college years
(Tables VII-37 and VII-40). This fact, coupled with their high regard
for leadership opportunities, indicates that they view the business world
as providing a desirable arena for the exercise of leadership skills.

Wile less than 17% of the collegiates choose business as freshmen,
a third indicate that business is their first occupational choice when

they are seniors. This figure compares with 22.5% choosing business in

17
To detect possible effects of background characteristics and

parental influence on occupational choice change and retention, a com-
parison of the choice timmover patterns of students of different social
background was made. In general, the kinds of associations between
background and choice which were found at single points in time were
reflected in these patterns.
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TABLE VII-27

Mean External Reward Index Score
by Subculture Identification (rank order list)

Rank

Order Subculture
Mean External Reward

Index Score

1 Collegiate-
Social 5.234 274

2 Vocational 5.214 117

3 Academic 4.394 155

4 Non-Conformist 2.413 75

Total 4.680 621

eta .326 F 24.489 P .001

TABLE VII-28

Mean Concern With High Income Score
by Subculture Identification (rank order list)

Rank

Order Subculture
Mean Concern with
High Income Score

1 Collegiate-
Social 2.504 270

2 Vocational 2.452 115

3 Academic 2.083 144

4 Non-Conformist 1.586 70

Total 599

eta .317



.,._..

Rank
Order

TABLE VII-29

Mean Concern with Occupational kdvancement

Score by Subculture Identification
(rank order list)

Subculture

Mean Concern with
Occupational Advance-
ment Score

1 Collegiate-
Social 2.317 271

2 Vocational 2.210 114

3 Academic 2.090 144

4 Non-Conformist 1.586 70

Total 599

eta m .246

TABLE VII-30

Mean Concern with Occupational Security Score

by Subculture Identification (rank order list)

Mean Concern with

Rank Occupational Security

Order Subculture Score

1 Vocational 2.609 115

2 Collegiate-
Social 2.558 267

3 Academic 2.390 141

4 Non-Conformist 1.729 70

Total 593

eta .290

-362- 378
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TABLE VI1-31

Mean Concern with Occupational Prestige Score
by Subculture Identification (rank order list

Rank
Order

Mean Concern with
Occupational Prestige

Subculture Score

1 Vocational 2.017 115

2 Collegiate-
Social 1.889 271

3 Academic 1.876 145

4 Non-Conformist 1.465 71

Total

eta .204

602

TABLE V11-32

Mean Inwortance of Career Score by
Subculture Identification (rank order list)

Rank Mean Importance
Order Subculture of Career. Score

1 Vocational 2.385 117

2 Academic 2.384 159

3 Collegiate-
Social 2.285 281

4 Non-Conformist 2.012 80

Total 2.294 637

eta se .186 F si 7.758 P u, .001
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TABLE VII -33

Mean Concern with Creativity Score
by Subculture Identification

Rank
Order

Mean Concern with

Subculture Creativity Score .N

1 Non7Conformist 2.972 72

2 Academic 2.750 144

3 Collegiate-Social 2.465 271

4 Vocational 2.290 114

Total 601

eta = .226

TABLE VII-34

Mean Concern with Leadership Opportunity Score

by Subculture Identification

Rank
Order Subculture

Mean Concern with
Leadership
Opportunity Score

1 Collegiate-Social 2.729 280

2 Academic 2.478 159

3 Vocational 2.444 117

4 Non-Conformist 1.987 78

Total 2.522 634

eta as .251 F = 14.110 P = .001
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Order

TABLE VII-35

Mean Concern with Autonomy Scdre
by Subculture Identification

Subculture
Mean Concern with
Autonomy Score

1 Atademic 2.551 158

2 Non-Conformist 2.487 76

3 Vocational 2.393 117

4 Collegiate-
Social 2.194 279

Total 2.356 630

Rank
Order

eta = .156 F = 5.189 P = .01

TABLE VII -36

Mean Concern with Nigh Pressure Score
by Subculture Identification

Subculture

Mean Concern
with high
Pressure Score

1 Non-Conformist 1.727 77

2 Academic 1.380 158

3 Collegiate-
Social 1.356 278

4 Vocational 1.353 116

Total 1.407 629

eta = .161 F 5.577 P = .001
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TABLE VII-37

iád Senior Occupational Choices

Senior Occupational
Choices

Subculture Identification

Total Vocational Academic
Collegiate
Social

Non-
Conformist

1 Medicine 17% 24% 21% 15% 4%
2 Dentistry 3 10 1 2 1
3 Law 12 13 13 13 5
4 SE Business-

People 3 2 3 4 1
5 SE Business-

Data, things 1 2 0 1 3
6 Business-

People 13 8 4 23 8
7 Business-

Data, things 8 10 5 10 3
8 Science 5 5 7 4 3
9 Government 6 2 9 5 6
10 Education Below

the 'College Level 7 6 5 6 13
11 College Teaching 16 14 26 8 33
12 Axtists 3 0 1 4 9
13 Other 6 4 5 5 11

Total 100% 100% 100% 100% 100%
635 118 159 280 78

chi
2

157.726 df is 36 P gm .001
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TABLE VII-38

Percent Freshman and Senior Choice of Medicine
by Subculture Identification

Total Vocational Academic
Collegiate Non-
Social Conformist

Freshman Year 26.9 33.7 24.5 24.7 29.2

Senior Year 18.5 25.7 23.0 17.9 4.2

Net Loss 8.4 8.0 1.5 6.8 25.0

Retention Rate 56.1 64.7 64.7 63.6 14.3

535 101 139 223 72

TABLE VII-39

Percent Freshman and Senior Choice of College Teaching
by Subculture Identification

Total Vocational Academic
Collegiate Non-
Social Conformist

Freshman Year

Senior Year

4.0

18.0

5.0

15.8

6.5

27.3

1.3

8.1

6.9

33.3

Net Gain 14.0 10.8 20.8 6.8 26.4

Rate of.MOvement._
to College Teaching 15.1 13.9 21.6 7.6 26.4

535 101 139 223 72

TABLE VII-40

Percent Frishimin and Senior Choice of Businesi
by Subculture Identification

Total Vocational Academic
Collegiate
Social

Non-
Conformist

Freshman Year 12.7 11.9 7.2 16.6 8.3

Senior Year 22.5 19.8 11.5 33.2 12.5

Net Gain 9.8 7.9 4.3 16.6 4.2

Rate of Movement
to' Busiikesi -.- 16.5 15.8 9.4 22.9 12.5

Retention Rate 47.1 33.3 30.0 62.2 0.0

535 101 139 223 72
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TABLE VII-41

Percent Freshman and Senior Choice of Law
by Subculture Identification

Total Vocational Academic
Collegiate

Social
Non-

Conformist

Freshman Year 15.1 10.9 12.2 20.2 9. 7
Senior Year 11.8 12.9 12.9 12.6 4.2

Net - 3.3 + 2.0 + .7 - 7.6 - 5.5
Retention Rate 32.5 45.5 41.2 31.1 0

535 101 139 223 72

TABLE VII-42
Percent Freshman and Senior Choice of Education

by Subculture Identification

Collegiate Non-Total Vocational Academic Social Conformist

Freshman Year 4.9 3.0 7.2 3.6 8.3
Senior Year 6.4 5.9 4. 3 5.8 13.9

Net .+ 1.5 + 2.9 - 2.9 + 2.2 + 5.6
Rate of Movement
to Education 4.9 5.0 4.3 4.9 6.9

535 101 139 223 72



the entire senior sample (Table VII-40). Among initial choosers, 62%
of the collegiates retain their choice of business. The retention rate
in business for the vocationals and academics is approximately a third.
None of the non-conformist students who initially choose business retaih
this choice as seniors.

The values of the academically-oriented students were distinguished
by the great importance placed upon being able to work autonomously.
(Table VII-35) They were also highly concerned that their occupations
allow creative expression (Table VII-33). As noted earlier, they shared
first rank with the vocational students in their emphasis on career
(Table VII-32).

In contrast to the vocationals and collegiates, they were less con-
cerned with the extrinsic rewards provided by occupation (Table VII-27) --
high income (Table VII-28), occupational advancement (Table VII-29), and
security (Table VII-30). However, they were as concerned as the col-
legiates that their occupations be respected (Table VII-31).

Academically-oriented students were greatly overrepresented among
those choosing medicine and college teaching as first career choices
(Table VII-37). While the overall loss in the percent choosing medicine
between the freshman and the senior year was 8.4% for the entire sample,
the loss among academics was only 1.5%. (Table VII-38) During their
college years, students identifying with the academic subculture move in
large numbers toward college teaching (Table VII-39). Their avoidance
of the business world both in the freshman and the senior years is an
outstanding characteristic (Table VII-40).

The value distribution of the non-conformist students was highly
dissimilar to the pattern of values espoused by all other students. They
were outstanding in their disregard for the extrinsic rewards obtained
in work, falling well below the other students on each of the four
extrinsic dimensions (Tables VII-27 through VII-31). They also ranked
last in the emphasis they placed upon career in their future lives
(Table VII-32). In comparisonwith the other students, the non-conformists
did not want high pressure in their jobs (Table VII-36), and they were
least concerned that their occupations provide opportunities for leader-
ship. (Table VII-34)

However, their disregard for these values does not mean that they
are completely detached from the wcmld of work. The non-conformist
students were most concerned that their occupations provide creative
opportunities (Table VII-33). Their desire to work by themselves was
greater than that of the vocationals and the collegiates (Table VII-35).

In accord with these values, and their strong intellectual-
aesthetic orientations, by the senior year the non-conformists showed
patterns of avoidance of all occupations except those directly concerned
with the world of ideas -- teaching (both at the college level and
below it) and the arts (Table VII-37). While 29% of these students
chose medicine when they were freshmen (27% of the entire sample did so),
only 4% made the same choice as seniors (Table VII-38). This loss of



25% contrasts highly with the corresponding 8% loss for the total
sample. Only 147 of the non-conformists initially choosing medicine
retained this choice. For the other subcultures, the retention rate
in medicine is approximately two-thirds.

Both as freshmen and seniors the mn-conformists avoided business
and law (Tables VII-40 and VII-41). Among the senior non-conformists,
only 12.5% choose business; 22.57 of the total sample chooses business
as seniors. The non-conformists' retention rate in business is 0, in
contrast to 33% for vocationals, 30% for academics, and 62.2% for
collegiate-socials.

However, the percentage of senior non-conformists in education
(13.9%) is double the figure for the entire sample (6.4%, cf. Table
VII-42). While 18% of the sample chose college teaching as seniors,
33.3% of the nom-conformists make this choice (Table VII-39). Their

proportional gain in this field is the highest of the four subcultural
groups.

Academic Performance

College performance, operationally defined here by overall grade
point average during the first two years, is highly relevant to career
choice change, especially in those occupations for which a graduate or
professional degree is required. To maximize the effects of grades, and
to determine the possible mitigating effects of other characteristics on
the operation of this variable, a subsample was selected for special
study. This subsample consisted of all students whose entry first or
second occupational choice was college teaching, medicine, dentistry, or
law (N=296). As Was expected, grade level had a large effect on the
retention rate in medicine and the rates of movement into university
teaching and into business (Tables 1r1I-43 through VII-45).

Table VII-43 shows that the size of the net loss in medicine is
inversely related to grade point average. Thus, all groups are
"cooled out" of their initial aspirations in medicine to some extent
by low grades. Hakever, the student's subcultural orientation seemed
to have an effect which modified that of grades. The dampening effect
of poor performance is greatest for the non-conformists, followed in
order by the vocationals, academics and the collegiates. Among the

vacationals and academics, for those with high grades there is a small
net gain in percentage choosing medicine between the freshman and the
senior years. However, in the case of the collegiates and the non-
conformist students, there is a net loss in both performance groups,
through this loss is a good deal larger among those 'oath low grades.
The non-conformists again show the greatest divergence from the patterns
characteristic of other students. Even among those with high grades
there is an extremely large net loss of 38.9%. This loss is greater
than the corresponding losses in the low performance groups in the
other subcultures. No student with low grades in the non-conformist
subculture retains his initial medical choice.
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TABLE VII-43

Percent of Freshman and Senior Medical Career Choice
by Performance Leve'l (CPA) and Subculture Identification

Medical Career
Choice Performance Level (CPA)

Low Average High
(1.5 - 2.5) (2.6 - 3.0) (3.1 - 4.0)

Freshman Year 44.3 54.9 44.4

Senior Year 12.3 39.6 42.4

Net Loss 32.0 15.3 2.0

N 106 91 99

Rate of Retention 23.4 70.0 79.5

Law Performance Level (1.5-2.8)

Vocational Academic
Collegiate

Social
Non-

Conformist

Freshman

Senior

54.8

25.8

40.6

18.8

40.8

22.4

56.3

0

Net -29.0 -21.8 -18.4 -56.3

N 31 32 76 16

Rate of Retention 41.2 38.5 51.6 0

N Initial Choosers 17 13 31 9

High Performance Level (2.9-4.0)

Vocational Academic
Collegiate

Social

.Non-
Conformist

Freshman 53 6 46.5 52.3 50.0

Senior 57.1 48.8 45.5 11.1

Net +3.5 +2.3 -6.8 -38.9

28 43 44 18

Rate of Retention 93.3 85.0 82.6 22.2

N Initial Choosers 15 20 23 9



TABLE VII-44

Percent of Freshman and Senior Choice of College
Teaching by Performance Level (GPA) and Subculture
Identification

Choice of
College Teaching Performance Level (CPA)

Low Average High
(1.5 - 2.5) (2.6 - 3.0) (3.1 - 4.0)

Freshman Year 2 . 8 8. 8 11.1
Senior Year 5. 7 14.3 25. 3

Net Gain 2.9 5.5 14. 2

N 106 91 99

Choice of
College Teaching Vocational

Low Performance Level (1.2-2.8)

Collegiate Non-
Academic Social Conformist

Freshman Year 12.9 3.1 2.6 6. 2

Senior Year 6 . 5 12.5 3.9 18. 8

Net -6.4 +9.4 +1.3 +12 . 6

N 31 32 76 16

Choice of
College Teaching

High Performance Level (2 . 9-4

Collegiate
Vocational Academic Social

.0)

Non-
Conformist

Freshman Year 3.6 18.6 2. 3 22.2

Senior Year 14.3 27.9 6.8 61.1

Net +10.7 +9.3 +4.5 +38. 9

N 28 43 44 18



TABLE V11-45

Percent of Freshman and Senior Choice of Business by,
Performance Level (GPA) and Subculture Identification

Choice of
Business Performance Level (GPA)

Low . Average High
(1.5 - 2.5) (2.6 - 3.0) (3.1 - 4.0)

Freshman Year 8.5 2.2 3.0

Senior Year 28.3 14.3 8.1

Net Gain +19.8 +12.1 +5.1

106 91 99

Choice of
Business

Low Performance Level (1.5-2.8)

C011egiate

Vocational .Academic Social
Non-

Conformist

Freshman Year 3.2 6.2 7.9. 6.2

Senior Year 25.8 18.8 28.9 31.3

Net +22.6 +12.6 +21.0 +25.1

N 31 32 76 16

High Performance Level (2.9-4.0)

Choice of
Business. Vocational Academic

Collegiate
Social

Non -

Conformist

Freshman Year .
0 2.3 4.5 0

Senior Year 0 7.0 13.6 0

Net 0 +5.3 +9.1 0

28 43 44 18
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A similar effect is evident for the choice of college teaching

(Table VII-44). The net percentage gain for this choice varies from

2.9% for those with the lowest grades to 14.2% among the highest level

performers. However, this overall performance effect is considerably

modified by subcultural orientation. (While initial choice of college

teaching varies to a large extent between student subcultures and grade

level groups, the net change in percent making this choice can still be

considered a rough indicator of changing levels of inerest in the field.)

Only among vocational students does poor performance lead to a net

loss in percent choosing college teaching. In this group, high grades

are associated with a net increase which is commensurate with that in

the academic subculture. Among the high performing collegiate students,

few move into college teaching regardless of their grades. However, even

low level performers with academic and non-conformist orientations move

into college teaching. By the time of their senior year, 61% of the non-

confoimist students with high grades are aiming for college teaching,

representing a net gain from the freshman year of almost 39%. (28% of

senior academics aim for college teaching, 14% of vocationals, and 7% of

the collegiates.

In contrast, movement into business from other, more academically

demanding fields, is encouraged by ow grades (Table VII-45). The net

gain in perrent choosing business ranges from 207 of those with the low-

est academic performante level, to 5% among ehose with the highest grades.

While among all subcultures, low level performance is associated with a

net increase in percent choosing business, ehis increase is considerably

smaller for the academically-oriented. Considering those with the

higher grades, the gain among high level performing academics is somewhat

smaller than for their counterparts among the collegiates. No student

in the high performance vocational or non-conformist groups in this sub-

sample chooses business in the freshman or the senior year.

Concluding Comments

The findings presented here provide clear evidence that there is a

significant relationship between subcultural orientation and work values.

They also show that sturients with different orientations have variant

patterns of career choice change and retention. Even the effects of

academic performance vary by subculture. The fact that students with

dissimilar subcultural orientations move in distinct vocational direc-

tions during their college years lends some support to the argument

that subcultures differentially reinforce student career choices through

their support of characteristic occupational values.

However, this data does not permit any definitive conclusions

regarding the causal effects of subcultures an changes in values or

choices. Students may become attracted to the various campus sub-

cultures because they aiready possess the same values and career

choices which they associate with the campus groups. To make conclu-

sions regarding causality, one would need much more extensive information

on student values and occupational choices both before and after exposure

to and activity in the campus subcultures. One would also need to
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specify the processes of selective recruitment to friendship groups and

canpus organizationsw1hich are ilentified with these subcultural orienta-

tions, and the actual processes by which subcultures way influence their

members' career decisions. Further analyses of the data are proceeding

along these lines.

Therefore, these results are merely suggestive at the present time.

However, knowledge of the values Which students with distinct subcultural

orientations espouse, and the relative strength of campua subcultures at

different times and places, affords a reasonable basis upon which changing

occupational value emphases may be predicted. Much evidence indicates

that students identified with the non-conformist subculture (the intellec-

tually and aesthetically oriented and the politically concerned) are

growing in numbers and influence at many campuses across the nation. This

trend has been accompanied by a corresponding decline of the collegiate

group, as many fraternities and sororities find themselves forced to open

their doors to boarders, and as traditional campus activities either

change greatly in spirit or disappear. One might predict that changes in

orientations toward work and in the career choices which reflect them

will occur which parallel the growth and decline of campus subcultures,

as students of this college generation take their places in the occupa-

tional world.



CHAPTER VIII

Role-Innovation in Occupational
Choice Among College Women

by Sandra F.S. Tanga'

This analysis was designed to discover what background, personality,
or college experience characteristics might explain women's choice of
occupations now dominated by men. Such a choice is referred to here as
Role-Innovation and is measured simply by the sex-ratio in the occupa-
tion chosen by the woman at the time of her graduation from The University
of Michigan. The greater the proportion of men in the occupation, the
higher the Role-Innovation score.

The analyses described in this chapter are based on a sub-sample of
200 women seniors, chosen from the approximately 350 women who were part
of our cohort that entered the university in 1963 and were administered
questionnaires as seniors in 1967. The 200 were selected as follows.
Using their choice of occupation as stated in their senior year question-
naires, all the women were classified as Role-Innovators (occupations with
fewer than 30% women in them), 1Moderates" (occupations with 307, to 50%
women in them), and Traditionals (occupations with more than 507. women).
Using this classification, approximately one in five of the 350 women
fell into the innovator and moderate categories, and three of five into
the traditional. All of the 65 role-innovators and 66 moderates were
included in this study, and a random sample of 69 traditionals was
selected for inclusion. Therefore, the final sample of 200 consists of
one-third role innovators, one-third moderates, and one-third traditionals.

Most of the data in these analyses come from the extensive question-
naires given to these students in their senior year (Appendix 8). In
addition, it was possible to get 118 of these 200 women to take additional
projective tests to measure some personality variables of particular con-
cern in this study of occupational choice among college women (nAch and
Motive to Avoid Success).

Other Occupation-Related Choices

In addition to the proportion of women in the occupation, another
aspect of occupational choice considered part of tole-innovation is the
woman's commitment to the occupation, as expressed in her intention to
work after, marriage, after having children, and how soon she would
return to work after having children.

A series of other occupation-related choices were also examined for
possible trends during the college period and for consistency among
such choices. The process of occupational choice is treated as a
sequence of choices which can all be identified in an identical manner.
The choice of first and, where relevant, second undergraduate major; first
and second graduate field of study; first and second occupational choice;
and for the women who felt that their occupational choice represented a
compromise of some kind, the occupation which they would in fact prefer

'This chapter is adapted from the concluding chapter of Sandra
Tangri's doctoral dissertation (See Appendix A).
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to enter, can be represented by the relevant sex-ratio. In addition,
a qualitative distinction was made between masculine and feminine
fields as follows: physical science, math, law-business-government,
and life science were considered "masculine;" and social science,
hummnitiea, and education were considered "feminine."

Using these measures, several interesting features of the occupa-
tional choice process were discovered. For the sample as a whole, First
Occupation is the most feminine choice made, and Preferred Occupation is
the most masculine choice made. But for Innovators alone, Second rather
than First Occupation is the most feminine, and they are less likely to
feel that their First Occupation is a compromise. The difference in sex-
ratio between these two choices is greatest for the Traditionals. Looking
at the choice points named above as a sequence, there is a clear "feminiz-
ing" trend for the sample as a whole through the college period, using
either the statistical or the qualitative definition of sex-typing. What
seems to occur in the decisions made during the four years in college is
an increase in sex-role stereotyping rather than an increase in diversifi-
cation which a liberal arts education might be expected to produce. This
stereotyping is particularly marked among Traditionals. There is greater
homogeneity of interests of a stereotyped kind amont Traditionals at
every choice point than among Innovators. We do not find a "reverse
stereotype" of interests among Role-Innovators. What is different about
the Role-Innovators as a group, is not the fields they choose, but the
levels of accomplishment to which they aspire within those fields.
Traditionals, on the other hand, not only have'lawer levels of aspiration,
but as a group are more stereotyped in the fields of endeavor they choose.

Several other differences between Role-Innovators and Traditionals are
also of special interest. Role-Innovators change fields less often than
do Traditionals, and are therefore probably maximizing their performance.
On the other hand, they are somewhat more likely to mention a Second
Occupation than are Traditionals, and much more likely to mention a
feminine occupation than Traditionals are to mention a masculine occupa-
tion. The mention of a more feminine Second Occupation by Role-Innovators
suggests a kind of "insurance policy" against the risks of competing in a
man's world. This kind of contingency planning may have longer-range
effects on women's likelihood of shifting occupations at later stages of
the life-cycle.

One of the most difficult arguments to deal with in the controversy
over diversification of women's occupational roles is that since women
are widely believed to have demonstrated so much weaker commitment to
their careers than men, financial support for such Role-Innovators is not
justified. Actual labor statistics show that the sex differential in
time spent not working among those in the labor force is not very great
when level of education or training is controlled. Furthermore, the
rate of labor force participation is higher for women with more training
than for those with less training. Data from the present study on
commitment also suggest that the cause for the sex differential which
does exist may not lie entirely with the women. For every measure of
Commitment and every Occupational Choice, the more masucline the occupa-
tion, the greater is the waman's commitment. The Role-Innovators in
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this study express high commitment to their occupations and give great
tmportance to the role of their career in their post-graducate lives.
Given the strong personal motivation and commitment found in these women,
their possible later failure to carry out these career intentions may
be attributable to causes outside themselves.

Family Background

Among the background variables investigated, the most complex and
interesting results involve the daughter's relationships with her par-
ents. First of all, an item analysis dealing with closeness to parents,
tart III, Q24), being understood by parent(Q23), or agreeing with parent
on values or college goals (Q25) did not provide a clear-cut empirical
basis for combining items into a measure of identification with either
parent. Therefore, in the absence of any a priori preference among these
items as a measure of identification, no conclusion regarding the cross-
sec parental identification hypothesis as a factor in Role-Innovation

is possible. If all the items taken together are to be considered
necessary components of parent-identification, then the evidence on the

hypothesis has to be interpreted as negative.

For the sample as a whole, perceiving oneself as more like father
than like mother (Part III, Q22) -- or like neither parent -- is asso-
ciated with greater Role-Innovation. But having a particularly close
or understanding relationships with father is not associated with Role-

Innovation. Role-Innovators' relationship to mother is closer than to
father but this does not include agreement on substantive issues.
Feeling that mother does not understand one, and disagreeing with her
on college goals are positively associated with Role-Innovation. The
picture is one of substantial cognitive distance from both parents,
warm feelings toward mother, but perceived similarity to father.
Neither parent seems to be serving as a role-model, and perhaps the
only basis for perceived similarity to father is the work-orientation
per se.

The existence of some kind of religious dissidence within the home,
stemming either from religious dissimilarity between parents or their
common dissidence from the prevailing social climate (in the form of
atheism or agnosticism) is positively related to Role-Innovation. This

suggests that such homes have a "built-in" tolerance for difference or
diversity, or perhaps simply greater stimulus to express differences.
In either case, the effect on children in such a home is likely to be
less stereotypic notions of marriage and family life, and this may
generalize to sex-roles. There may simply be a liberating effect from
the recognition that social survival does not depend on conformity to
all the usual social mores. The same may apply to the existence of
political or other areas of dissidence in the home.

Separate analyses were done for women whose mothers were college
graduates, and those whose mothers had less education. What differs for
the sub-sample of women with better-educated mothers, is that Role-
Innovation is associated with perceived similarity to mother rather
than father, an improwsent in relationship with father, and greater
disagreement with mother on college goals as well as less perceived
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understanding by her. The first two relationships suggest that better-

educated mothers are more likely role models for Innovative daughters,

and that the husbands of such mothers are more likely to be seen by

such daughters as model role-partners. Such fathers may also be more

willing than their wives to follow through the implications of shared

family values for daughter's adult decisions. Or, their relationship

with daughter may be better ehan either their wives' or the less-

educated fathers' simply because occupationally they are more like what

she wants to became. Since they are also likely to be more educated

than fathers in general, their support of daughter's Role-Innovation

should be more important to her. This interpretation is also consistent

with the finding that both mother's and father's education are positively

related to daughter's Role-Innovation. The fact that the negative

relationships between daughter's Role-Innovation and disagreement on

College Goals is weaker for the less-educated mothers than for the

more educated mothers may be due to the larger role the latter group

of mothers feel they can play in their daughter's choice of occupation.

If their values are still traditional ones, this would increase the

amount of explicit disagreement they would have with Innovative

daughters.

Data on other aspects of family background give additional support

to the hypothesis that role-modeling plays a role for some Role-

Innovators. Maternal employment, masculinity of mother's occupation

and mother's (as well as father's) education are all positively

related to Role-Innovation. Role-Innovators from such better-educated

homes where mother is probably working in a traditionally feminine

profession, have probably taken for granted from an early age favorable

parental attitudes toward higher education and career commitment for

women. Fram our review of the literature, we know ehat such a back-

ground produces daughters with less stereotyped conceptions of sex-

roles. With this greater freedom to consider alternative life-styles

and commitments, the probability of a daughter choosing an Innovative

occupation increases. However, for ehe parents, perhaps particularly

for the mother, this may be an "unintended consequence" of their own

life-style, and this together with their greater involvement in their

daughter's choice may be the source of greater disagreement on sub-

stantive issues like the goals of a college education. The fact that

disagreement with either parent an values is negatively related to Role-

Innovation for the sub-sample with better educated mothers but posi-

tively or unrelated for the sample as a whole, further supports this

interpretation, since we assume that values about what is tmportant in

life are developed earlier, are more durable, and more central, than

are the goals one sets for four years in college. To summarize, the

Role-Innovative daughter of mare educated parents is likely to find

her mother an attractive role-model, her father an appropriate model

role-partner, and to share many values with both parents. The inter-

pretation and application of these models and values, however, being

Innovative, lead to conflict with a mother who is not herself Innovative.

Conflicts of this kind should be less with an Innovative mother.

A different picture emerges of Role-Innovators from less educated

homes where we assume a different set of values and a different maternal

model exist. From the differences in results between the total sample
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and the subsauple enumerated above and supported by a separate analysis
of the women with less-educated uothers, we can say that the Role-
Innovative daughter in such homes faces greater psychological distance
or autonomy on most dimensions and from both parents but not necessarily
greater conflict. Her motivation may include mobility aspirations as
well as achievement drives, and therefore evince less ambivalence toward--
or a more male-like pattern of -- various achievement concerns.

Although the results on effect of background factors on Role-
Innovation are not surprising taken individually, it seems that to the
parents of Role-Innovators, the outcome is inadvertent. To the daughter
with the appropriate abilities, however, Role-Innovation may seem the
only logical choice. This posture on the parent's part may be one of
the sources of the ambivalence toward certain kinds of achievement
which is revealed in the personality data.

Personality

The voluulnous literature on need achievement, using the nAch
projective measure of achievement motivation, has produced very con-
flicting results on women. This seems to reflect a number of issues:
that typical feminine role expectations create special ambivalences
about achievement for women; that achievement in women is partly
expressed through the husband; that, as Smith (1968) has argued, the
uotive being assessed by nAch may have more to do with coupetitive
striving in a context of social comparison, i.e., with extrinsically-
based motivation, than with intrinsic effort toward excellence.

To tap this intrinsic motivation, and to take account of the rele-
vance of the husband to a woman's adhievement, three new ueasures of
achievement motivation were developed for this study. Two of these were
labelled "Demand Character of the Future Husbandt(or "Husband's Demand")
and "Demand Character of the Wife's Future" (or "Wifels Demand"). The
Demand dimension is defined as the amount of demand an individual appears
to make on herself for long-continuing effort, challenge, and risk-taking.
Such demands might result fram goals which are to be obtained only with
difficulty; from a desired style of life which pushes the limits of the
individual's capacity, or they may result from deeply-felt values which
impose a need for difficult action.

Whereas nAch is defined in terms of concern with a publicly-defined
standard of excellenme, the Demand measure is defined in terms of a per-
scmal standard of umuchnum capability. For this reason, the latter seams
to be a better approach to conceptualizing and ulthmately to measuring,
intrinsic achievement motivation.

Both of these tlemmnd ueasures were coded from the responses to the
open-ended question which asked students to describe the kind of person
they wanted to marry (Question 89). Descriptions such as "a brilliant
individual -- not afraid to take risks -- deep commitment to moral
beliefs" are examples of high scores on Husband's Deumnd; "good sense
of humor, relaxed" are examples of low scores. Wife's Demand was also
scored from the woman's description of her ideal husband. Using the
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same definition of the Demand dimension, coders
2 were instructed to rate

each husband-description in terms of the demands which would be imposed

upon the witer by virtue of living with the man she describes. That is,

would life with such a man demand from her effortful responses to major

challenges, or would it involve little challenge, centering primarily

around concern with security/

The third measure of achievement motivation developed for this

study was called "Future Wagc Excellence." It is based on the coding of

the responses to a question asking students to picture how they would

like life to work out for them (Question 56); responses were coded for

whether they included sone mention of a concern with standards of

excellence in connection with the woman's own occupation.

In addition to these three measures developed specifically for

this study, we also adapted Harner's (1968) measure of Motive to Avoid

Success, mtich is specifically relevant to the issue of women's ambiva-

lence about achievement. According to Horner, an approach-avoidance

conflict is aroused in high achievement-motivated women, because the

desire to do well, if satisfied, places a woman in a position (of

eminence, high rewards, superordinacy with respect to men) which is

culturally proscribed.

Turning to the results, several of the achievement motivation

measures developed for this study proved to be more effective in pre-

dicting Role-Innovation than nAch. Demand Character of the Future

Husband, Demand Character of the Wife's Future and Future Work

Excellence were significantly related to Role-Innovation in one or

more analyses. Wife's Demand and Future Work Excellence, both consid-

ered here as measures of intrinsic motivation, are positively related

to Role-Innovation. Husband's Demand, nActi, and Motive to Avoid Success

are negatively related to Role-Innovation, but only Husband's Demand is

significantly so (wlunl other variables are controlled).

The findings onrmotivation patterns make a significant contribution

taward the two issues raised regarding achievement motivation in wmmn.

First, we have found a new way of measuring intrinsic achievement mai-

vation in women which predicts to vocational aspirations. Second, we

have found common and differentiating patterns of achievement concerns

which distinguish most women's concerns from that of Traditional wcmen.

For Rale-Innovators arid Traditionals two independent and antagonistic

clusters of achievement related variables consist of the two Demand varia-

bles and Future Work Excellence taken as indices of intrinsicmotivation

on the one hand, and Importance of Advancement and Salary (Question 79)

taken as indices of extrinsic motivation on the other hand. For Role-

Innovators only, nAch appears to be part of the extrinsic motivation

cluster. Thus, for both groups of women (and the sample as a whole)

intrinsic achievement motivation is incompatible with extrinsic achieve-

mentmtivation. It seems few women can be mativeted by both, and most

4 Different coders than the ones who coded the same protocols for

Husband's Demand.



of the women who pursue Innovative careers are intrinsically rather than

extrinsically motivated.

However, on three out of five measures of extrinisic achievement

motivation, Role-Innovators score somewhat higher than Traditionals,

indicating that some proportion of Role-Innovators have what is gen-

erally found to be a "masculine" pattern of achievement concerns. To

the extent that same Role-Innovators are motivated by social or

extrinsic rewards, they may consist largely of women from less-educated

homes who are striving for upward mbility "on their own hook" rather

than through their husbands to-be. It is probably these women to whom

the mmre masculine pattern of combined intrinsic and extrinsic conerns,

or predominantly extrinsic concerns, apply. These Role-Innovators would

have less of the Fear Success ambivalence evinced by their more exclu-

stvely intrinsically motivated sisters.

Among Role-Innovators, Motive to Avoid Success is significantly

negatively correlated with Importance of Leadership (Question 108),

suggesting that prominence, particularly among males, rather than

achievement in the sense of classical need achievenunat theory, is a

source of anxiety among Role-Innovators. Thus, of all the social

rewards for excellence, praninence appears to be the twat unwanted

probably because it is seen as incompatible with femininity and/or

with female sex role requirements, as revealed by the themes in the

Fear Success 120Ms.

Several results support the hypothesis that Traditionals tend more

than Role-Innovators to displace their achievement concerns onto future

husband, whereas Role-Innovators are more likely to generalize from their

own benerally high level of Demand to expectations for future husband.

The correlation between Wife's and Htutband's Demand is significantly

lower among lhcaditionals than among Rmle-Innovators, and the Traditionals

have a significantly lower mean score than the Role-Innovators on Wife's

Demand, though there is no difference between the two groups in mean

Husband's Demand. Also, Motive to AAmid Success is greater among Tradi-

tionals and more likely to be associated with low scores on Husband's

Demand, further supporting the displacement hypothesis by showing its

probably source in anxiety about success.

There are probably several types of Traditionals, too. The

majority must be wommn whose achieveuent motivation has always been low,

or has been so thoroughly sublimated into socially acceptable avenues

(i.e., onto future husband), that they do not score very high on Wife's

Demand. I believe the latter process is the more likely in this parti-

cular population. For these latter women, scoring on Husband's Demand

is "true displaceuent. The first type of woman wmuld not score as

high on Husband's Demand and this is what reduces the correlation

between ehese two umasures among the Traditionals. The Traditonals who

are seeking only upward mobility through conventional ueans (i.e., via

future husband) and not sublimating their own achievement drive would

score low on both Demand measures. Following Horner's (1968) theory



that the women who are not high in achievement motivation would also not

be anxious about success, and therefore, freer to express achievement

themes on the TAT, we may postulate that the women scoring law on both

Demand measures would also be lower on Fear Success, and therefore have

less depressed nAch scores. This group of Traditionals would then be

the ones contributing to the weak negative relationship between nAch and

and Role-Innovation.

Taking the remaining personality findings together the following

portrait of the Role-Innovator emerges. The Role-Innovator's reasons

for choosing a vocation and continuing in it are individualistic and

because it gives her personal satisfaction. Some of the most extremely

Innovative women are also achievement-oriented in the social comparison

sense. In contrast to the Traditional woman who expects to live through

and for others, the Role-Innovator expects to make a life for herself,

through her own efforts. The emphasis on autonomy is further strengthened

by her tolerance for delayed marital gratification (Question 98) and

later closure on choice of occupation, and her self-description on the

self-concept bi-polar adjectives (Question 105) as relying more on her

awn (rather than others') opinions, being more unconventional, and hav-

ing others depend on her (rather than her depending on others). She

tends to have somewhat more untraditional attitudes on sex roles, but

hardly a recognizable feminist ideology. She is less concerned than

the Traditional about her husband being a good family man and more

concerned that he allow her to pursue her awn career. She describes

herself on the self-concept question as less extreuely Pemintme than

does the Traditional, and is somewhat more likely to mention Masculine

qualities among the traits she would desire in a husband. The last

finding may reflect a need for an adequately masculine role-partner to

reassure her sense of femininity which is challenged in her vocational

or non-domestic social setting.

What one may consider the psychological costs of this freer posture

are expressed in feeling greater conflict between marriage and having a

carrer (Question 104), describing oneself as "not too successful" on the

self-concept question, feeling that one is "always acting-not being

myself," (Q.111o) and worrying about identity questions ("Who Am I?)

(Question 112).

College Experience

The characterization of the Role-Innovator as an autonomous indivi-

dual does not preclude the necessity for her to have some source of social

support in order to continue pursuit of her chosen vocation. This might

be most essential to the Role-Innovators who had taken familial values

for granted until discovering that their awn implementation of those

values leads to conflict with parents. The most likely source for such

support should be faculty in her chosen field, assuming their response to

students is based an universalistic criteria and their concern with

subject-matter is greater than their concernwith sex-role traditions.

Furthermore, without the encouragement of some faculty memeber, it would

be very difficult for a woman to stay in a highly male-dominated field,



because of the critical role such advisors play in obtaining access to
the resources of an academic department, and, when appropriate, being
admitted to graduate studies.

On the other hand, the major source of anxiety regarding achieve-
ment as revealed in the Fear Success themes is rejection by male peers.
The reassurance of a male role-partner may be particularly critical at
this stage of the life-cycle when most women are committing themselves
to long-term marital security.

The most interesting results to come fram the college experience
data concern the role of male peers. The experience of these Role-
Innovators does not justify the extreme fears of ostracization expressed
in the TAT stories for Motive to Avoid Success. Instead of social
rejection and lack of attractiveness to the opposite sex, we find first
of all, that there is no significant difference between Role-Innovators
and Traditionals in the number of romantic relationships they include
among their ten closest friends. Furthermore, the number of non-
romantic vales included among their ten closest friends is significantly
larger than that reported by Traditionals. Since Role-Innovators would
tend to have more male classmates, these are probably contributing to
this difference.

If we may consider ehis a real discrepancy between male peers'
actual attitudes and women's expectations of these attitudes, the find-
ing parallels McKee and Sherriff's (1959) that in talking about what
boys want in an ideal girl, high school girls impute even more stereo-
typed attitudes to boys than the boys themselves have. Although such
discrepancies may be the result of real "pluralistic ignorance," they
may also reflect the difference in risk to each sex represented by the
different views. By'behaving (and believing) in terms of more tradi-
tional standards, a girl maximizeds the number of men who would consider
her marriageable (since more-men would reject a prospective wife for
being too avant-garde than for being too traditional), and therefore
minimizes her risk of being mate-less. A boy, on the other hand, by
expressing in words and behavior more tolerance for feminine "nontra-
ditionality" increases the number of girls he has access to and runs
no additional risk of remaining mate-less.

The importance of the male friend's attitude as a factor con-
tributing to Role-Innovation is indicated by several findings. The
small number of women whose men friends said they would disapprove
of their wife having a career averaged markedly lower scores on Role-
Innovation than the wow whose men friends said they would either
approve or not mind it.i The women, whose men friends gave as reasons
for her having a career the attractions or benefits it would have
for herself, were more Role-Innovative than the women whose men ftiends
gave reasons in terms of obligations (e.g., to use her education) or

These results are based on the questionnaire and interview
responses of the men friends who were part of the sample of the broader
study, not on our women's perceptions of their men friend's attitudes.
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avoidance of negative consequences if she didn't work (e.g., boredom).
Treating these reasons as "liberal" and "traditional," respectively,
male friends' liberal attitudes towards women's careers is positively
related to respondent's Role-Innovation. Finally, having more steady,
serious relationships with a Teaching Fellow or Laboratory Assistant
in one's own field (as suggested by greater frequency of contact,
with fewer such persons) is positively related to Role-Innovation.
This result is similar to Wallace's finding (1964, see p. 44) that
Freshman girls who want graduate training probably adopt "non-freshman
boys as a reference group for their own adult °career aspirations"
(p. 315) because they can be perceived as prestigeful, freer from
cultural constraints, and more likely to be thinking about graduate
school themselves. All of these considerations which make the non-
Freshman boy a source of Innovative role support, apply even better
to the graduate student who is a teaching assistant. With a more ade-
quate study designed specifically to investigate the "boyfriend
hypothesis" it seems lfkely that the supportive male peer would prove
to be the most "liberating" factor in the college woman's experience.

Other faculty and female friends were found to have a mildly
positive influence on Role-Innovation; Mother and other relatives a
definitely negative or conservative influence; and Father a positive
influence only when other factors are controlled. There is also
evidence of indirect support from female peers in the form of value-
congruence regarding importance given to career and untraditional atti-
tudes towards sex-role, but these feeling are not in themselves strong
enough to support the hypothesis that selected female peers provide a
supportive sub-culture for the Role-Innovator.

So far we have been treating each result as independent evidence
regarding the characteristics of the Role-Innovator. The portrait
which emerges when these results are considered simultaneously can be
considered a characterization of "the most likely" Role-Innovator in
this sample. But some of the results suggest a variation which might
be associated with the class origin of the Role-Innovator. Among these
results are the negative relationship between intrinsic and extrinsic
motivation on the one hand, and the finding that Role-Innovators tend
to be higher in both of these .kinds of motivation than are Traditionals;
and the somewhat different results regarding relationship with parents
when mother's education is controlled. The following section describes
four plausible socialization sequences in which certain background char-
acteristics are seen to be critical.

A Socialization Typology

Three assumptions were hade in putting the various factors shown
to be asociated with Role-Innovation into a plausible developmental
sequence: (1) a similar distribution of talents exists in each section
of the sample divided by parents' education and mother's work history;
(2) achievement motivation is more likely to develop in women from
better-educated homes and mobility aspirations are more likely to develop
in women from less-educated homes; and (3) that the college-educated
women in this study are more likely to take their mother as a role-model
if she too has at least a B.A. degree than if she does not.



The daughter of the better-educated working mother and father grows

up in a family where: (a) mother's higher education and career commit-

ment are valued by both parents; (b) these values and the mother's work-

ing are likely to decrease sex-typing in the division of labor between

the parents in the home; and (c) she (the daughter) receives the greater

independence training or opportunity which are associated with maternal

employment. Such daughters should be high in achievement motivation,

low in sex role stereotypy, take the mother as an appropriate model,

i.e., as a working wife and mother, and share the parent's values

about what is important in life. Given a random distribution of

talents in such daughters, a greater number of them will develop

masculine" interemm than would be the case in a home where fewer such

permissive or facilitating factors exist. These conditions, then, are

likely to produce both high levels of achievement motivation and "mas-

culine" interests. However, given that most of these mothers are them-

selves in traditionally feminine occupations, their attitude toward a

very Innovative occupational choice on the part of their daughter, with

its attendant implications of delayed marriage and diminished orientation

toward domestic gratifications, is likely to be negative. Such mothers

may perceive such a choice as a rejection of their own style of life--

even though it grows out of that style--or as too risky to the achievement

of more valued tradiitonal roles. Since such mothers are also likely to

be high in achievement motivation themselves, they may treat the Role-

: Innovative daughter as a competitor in the vocational sphere. Because

of her awn educational and vocational accomplishments the mother feels

free to advise her daughter in these natters and thus provides the ocna-

sion for explicit airing of disagreements. This conflict with mother

over the daughter's application of values which have been shared may have

become open only recently (during college), but the attitudes and assump-

tions which limit the mother's ability to support a Role-Innovative

daughter's decision must have been presented to the daughter in less direct

forms earlier. This history and present conflict with mother may be a

source of the ambivalence toward achievement on the daughter's part which

is expressed in Fear Success stories whose theme is alientation from

other females.

The relationship with father need not be complicated thus. Neither

his personal style of life nor his "competitive edge" are challenged by

a Role-Innovative daughter. His role vis-a-vis daughter's decision-making

may then depend on what he thinks marital loyalty requires of him in the

mother-daughter conflict. Not only the father's role, but that of other .

males asiwell, may be critical at this stage. Relationships with the

opposite sex are a critical part of the women's self-esteem at this

point; for many women a single such relationship takes on overwhelming

implications for her future, and for almost all women this time in their

lives (at college) is seen as their best opportunity to establish such

a relationship. The greater the would-be Innovator's ambivalence over

achievement, the more critical a role her father, male professors, and

boyfriend(s) may play. Since she can exercise active preferment only

in choice of boyfriend, the values and attitudes of this person are

both a guage of her own set of priorities and an important source of

reinforcement for those. Bat even if adequate role-support is forth-

coming from each or all of these male sources, complete dedication to a
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Role-Innovative way of life may not be possible unless one is fully

emanicpated from the influence of the mother. Otherwise, the ambiva-

lence generated by conflict with her (and with the prevailing social

traditions which she represents) will manifest itself in the daughLer's

willingness to relinquish those social rewards for high levels of

accomplishment which we have called extrinsic motivators.

Several elements in this sequence are quite different for the

daughter of fhe better-educated but non-working mother. The status

of the parents in this family is again likely to produce fairly high

achievement motivation and to make the mother an acceptable role-

model for the daughter, but in this case she is a non-working model.

This means that the values of both parents are more traditional and

the division of labor within the home is more sex-typed. The daughter

presumably shares these more traditional values and acquires more

stereotypic notions about sex roles in general. Conflict with either

parent is mdnimal, but the achievement concerns which cannot be trans-

lated into personal aspirations under this value system, are then dis-

placed onto the only acceptable target for this purpose, one's future

husband. It is also likely to be focused on the woman's children

later, particularly sons. This displacement mechanism is fed by the

conflict between a personal drive for achievement and a value system

which penalizes the personal satisfaction of such a drive. The

intensity of this conflict is assessed by the Fear Success measure.

The Motive to Avoid Success derives its strength from the combined

sanctioning power of a respected mother role-model and prevailing social

norms. When these operate in the same direction, and there is no ambiva-

lence on the part of the mother towards her awn role, the outcome seems

over-determined. Some of the daughter's achievement concerns may take

the form of greater commitment to a traditional occupation than would be

the case for other Traditionals not motivated by achievement concerns.

Peers and boyfriend(s) would again be selected such that the value

system, a traditional one in this case, is reinforced.

The case of the Role-Innovator from a less-educated home in which

the mother works presents several points of contrast with the first type

of Role-Innovator. Some of the consequences of mother's working are

the same: less role stereotypy insofar as acceptability of womenworking,

but perhaps not as much with respect to division of labor in the home,

and greater autonomy in the daughter which contributes to the development

of achievement motivation. However, the kind of work the mother does is

likely to be less prestigeful and done more for financial reasons than

for personal satisfaction of any motives. In this situation, the mother

is a less attractive role-model, and her status will engender mobility

aspirations in the daughter in addition to achievement motivation. This

combination of concerns resembles the masculine pattern more than does

that of the first type of Role-Innovator. The relative lack of ambiva-

lence toward achievement here may be attributed to the greater degree of

autonomy from both parents, but particularly from mother. Religious or

other forms of dissidence within the home may contribute to greater

resistance to (traditional) normative pressures from outside the home.

Since the father is likely to be better educated than his wife but
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probably not as educated as the fathers with educated wives, their
ability or willingness to provide role-support to Innovative daughters
may be limited to her desire to have a career, but not necessarily to
her choice of an Innovative career, a situation parallel to that of
the better-educated mother vis-a-vis her Role Innovative daughter. The

Innovative daughter who finds her mother's position unenviable because
it seeum to involve not the best but the least desirable of both
worlds -- a low-status, less remunerative occupation without much
reduction in domestic burdens -- may be less intimidated by the pros-
pect of delayed marriage than her more conventionally socialized
counterpart. Her mother may also convey substantial ambivalence
about the dual role, which we would not expect of the more educated
working mother. Therefore, she may be able to persevere in her aspira-
tions more easily in the absence of an appropriate male to provide her

role support.

The daughter of less educated parents wbose mother does not work
grows up in a rather conventional mold, both with respect to values and

autonomy. There is likely to be some desire for upward mobility through
conventional channels, i.e., through husband, and the early choice of a
Traditional occupation is consistent with such aspirations.

In conclusion, several widely accepted notions about the kinds of
women who aspire to male-dominated professions may be laid to rest.

They do not show evidence of having identified with their fathers in
preference over their mothers. In fact, more educated working mothers,
particularly those who are themselves in more male-dominated occupations,
are taken as role-models by such daughters. A four-part typology of the

women in the sample is suggested in which role-modeling and the type of
maternal model available are related to the occupational choice of the

women. A sample designed to include adequate numbers of different
maternal models would make it possible to test this typology. Role-

Innovative women do not reject the core female roles of wife and mother,
through they expect to postpone marriage and have fewer children than
more traditional women; nor do they think of themselves as "masculine"

women. There is no evidence that they make such occupational plans
because of difficulty in attracting the opposite sex, since they have
as many romantic as well as casual relationships with men as do more

traditional college women. Their commitment to their careers is greater
than that of women going into feminine professions even while they are
in college, so that ehe decision to continue working cannot be viewed
as merely being made by default when other alternatives fail.

The characteristics discovered to differentiate Role-Innovators
and Ttaditionals most strongly are personality-motivational factors.
As compared to the women going into feminine professions, they are
more autonomous, individualistic, and motivated by internally imposed

demands to perform to capacity. They also express more doubts about
their ability to succeed and about identity, which reflect the fact
that the roles they have chosen are more difficult in standards of
performance and more ambiguous in social meaning. Although faculty

in their major field and female college friends provide some role-

support, a tolerant or supportive boyfriend seems more important at

dhis stage of the life-cycle, particularly perhaps for women more
Thoroughly socialized into middle-class mores.
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CPAPTER IX

Some Concloling Comments

The separate chapters of this report have presented summaries of
the detailed findings of the various analyses from the study that we
have included in the monograph. Tbis chapter will be confined to some
overall generalizations and implications.

Perhaps the most striking impression from the data in this study
is the contrast between students' attitudes and reactions to their
experience at an elite multiversity that are reflected in the responses
to our questionnaires and interviews, and the turmoil and confrontations
of students and institutions like this that were taking place in the time
our data were gathered. The great majority of students in our study were
fairly satisfied, if somewhat bland, about their four years at Michigan.
Only a small minority were actively critical. This is true not only of
the political activists but of students critical of the educational
experience as well. Only 15 percent of our seniors, after four years
in what is usually described as a depersonalizing dehumanizing experience
in a multiversity, ended up feeling that they might have preferred the
more intimate, individually-oriented setting provided by a small resi-

dential college within the larger university.

Nor can one say that all the actively dissatisfied potential critics
dropped out before completing the four years. A previous report of the
dropouts from our sample (Gurin, Newcomb, and Cope, 1968) indicated that
dropouts were not the active critics; more often they were students from
more traditional, small town, less cosmopolitan backgrounds whose values
and orientations were somewhat incongruent with those of a cosmopolitan,
intellectually oriented university.

It is interesting that even the seniors we studied who were actively
critical--the political activists and the educational critics--were not
completely rejecting of the University. While critical and indicating
many disappointments, they were also students who, in a sense, had gotten

more from the University. They were more open and responsive to their four
year experience--they changed more in intellectual interests and liberalizing

values, they more often found at least some faculty and courses that had
unusual meaning and impact for them.

There are several reasons for the striking calm revealed in these
responses of students in the 1960's, a calm that is not peculiar to

Michigan but documented in other intensive college studies of this
period (e.g. Katz's (1968) study of Berkeley and Stanford). To some
extent this reflects the fact that even in a period of great protest and
upheaval most people live narrowly-bounded lives, concerned with the
tasks before them and their immediate social worlds. To some extent it

is a tribute to the maintenance and integrative mechanisms that develop
in a complex institution, that enable the institution to get its work
done while keeping at least some minimal commitment of its members. In

this study we have focussed particularly on the complex ways in which
friendships and student groups serve this function.
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Most critics of the University, particularly the multiversity,

have used arguments like this to minimize the significance of the fact

that a random sample of students tends to be relatively satisfied with

their university experience. Most often the students are subtly blamed
for their lack of criticism; they are described as narrow, apathetic,

passive. While there is undoubtedly some justification for such
characterizations, and the moderate satisfaction revealed in a sample

survey is no sign that all is right with the world, more seriousness
should be given to what the students we survey are telling us. In this

study one thing we feel they are telling us is that the multiversity is

not an unmitigated evil. The great diversity of alternatives and models
that it offers enables some students to test and choose and develop: women

making a very difficult occupational choice that challenges the usual sex

stereotyping find faculty and friends (particularly among the men) who

support and encourage that choice; faculty and peer subcultures also

support men who are shifting the nature and bases of their choice; even

the student critics of the University find some courses and faculty that

have been unusually meaningful and influential. We can even see ways

in which the much-decried anonymity and size of the multiversity can

have its advantages. In some ways it provides an ideal arena for the

identity "moratorium", for testing and trying out different alternatives

before making one's identity commitments. To some extent this may require

a certain amount of distance and freedom from constant interaction within

one small community, particularly for a person who, during dhis period

of testing, wants to move in several very different worlds. Our data

have also suggested that a multiversity as opposed to a smaller residential

college may be particularly important for an intellectual woman trying to

integrate her intellectual interests with the demands on her for intimacy

and sexuality. Large institutions are a fact of our lives and we will

probably be more helpful if we recognize some of their advantages and

focus on maximizing these, rather than indulging in over-generalized

indictments.

However, to point up some of the positive aspects of the multiversity

does not deny the validity or seriousness of the criticisms. If we look,

as we do in this study, for what the students tell us about the issues,

the first point to stress is that active criticism, while it comes from

only a minority of the students, comes from those who are the most

intellectually involved, responsive, and committed. This is true of

both student activists and educational critics. We cannot, as some have

attempted to do, discount the student .protests and criticisms that erupted

in the 1960's as coudng from malcontents not involved in the educational

and intellectual endeavor.

Nor can we easily discount the kinds of issues they have pointed up.

While the multiversity offers a variety of choices and resources, it seems

clear that this is mainly of value to students who already have the

strengths and certainties about their life directions to make use of

the diversity. Others can get overwhelmed and react by retreat and

encapsulation. While some women have used university models and

resources to help them make innovative role choices, the general tendency

is for women's occupational choices to become more rather than less

traditional through the four year experience; while men students changing
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their career plans find students supporting their new choices, those
who are not changing also find peer support; student organizations seem
to play a particularly important role for students interested in warding
off rather than responding to the university's challenge; while the
multiversity would seem to be an ideal environment for the "identity
seeker", the diversity seems somewhat overwhelming to those who are
still too open-ended and uncertain about some of their basic commitments
and values--these students seem particularly to need the personal support
more available at a small college or sub-college than at a multiversity
for help in the process of searching for self-definition and commitment;
while all students find friends in a multiversity, those more vulnerable
and sensitive and less socially confident find the process of getting
friends more painful and problematic, and are also less able to integrate
these friendships within a broader community; while some students are able
to form meaningful relationships with faculty, even the most involved and
interested students are not able to form many such relationships in the
multiversity.

In short, a major problem of the educational environment provided
in the multiversity is that it does not maximize the potential challenge
and stimulation of its diversity. It neither forces the challenge on the
students who choose to encapsulate themselves in familiar environments
and pass through the four year experience relatively unaffected, nor does
it help those who are overly responsive to the challenge from getting
overwhelmed. From these failings spring the two major issues in the
criticisms of the multiversity that were highlighted in this report--
the impersonality and the lack of intellectual intensity and excitement.
The first reflects the lack of support; 0-e second the lack of challenge.

We are suggesting that the limitations in the multiversity are not
as clear or one-sided as they are usually pictured. The issue of what to
do about these limitations is, of course, even more complex. If we look
again.for suggestions from what the students are telling us, perhaps the
first thing to stress is that different students are telling us different
things. Particularly, in this report, we have attempted to distinguish
between the protests of the educational critics and the political activists.
While both criticisms come from intellectually involved and responsive
students, the nature of the criticism differs sharply. The educational
critics are calling for a more individualized learning experience, one
that is directed toward the student's broader personal and social
development as well as his intellectual learning. This makes them
particularly critical of the mass and impersonal learning environment
of the multiversity. The activists do not share this concern with personal
developmental issues. Their focus is on the university as it reflects
and relates to the broader society. They have no special criticism of the
multiversity as an educational environment; their criticism is a general
one of American colleges and universities and the role they play in our
society.

We have felt it important to distinguish the two forms of protest
because they call for very different solutions and reforms. There has
been a tendency to obscure this issue, particularly to see various
reforms that are addressed mainly to the issues raised by educational
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critics, as somehow an answer to student activism. Tlhis is particu-
larly self-deluding in a time of limited resources wluan priorities
have to be set, and it is important to recognize that reforms that meet
certain issues and needs not only do not also take care of all other
problems but might actually preclude an investment in dealing with
those problems.

We would like particularly to examine some implications of these
comments for, those who have been primarily concerned with reform of
the university's educational environment. This study was conceived
in the early 1960's as part of a tradition of intensive, longitudinal
studies of college students. While these studies differed in many
ways, they shared some common perepectives. They tended to be concerned
with the broad personal developmental issues a student faced, and with
the educational criticism and reforms that followed this concern. The
work of Katz (1968) and Chickering (1969) are fine examples of work
within that tradition. It is therefore appropriate to conclude with
some re-evaluation of our position on some of these issues, as
influenced by some of our study findings, as well as by the events
on and off University campuses in the 1960's.

One point to be recognized, documented by this and other stedies
is that educational reforms derived from this broad developmental
perspective are addressing the active, conscious desires and demands
of a minority of students. They are a minority nut only becausq most
students approach college with more defined and limited interestcand
goals, but because even those who are making major demands on
universities--like the student activists and the Black students--
are focussing on different kinds of issues.

To say that they are a minority is not to deny their need nor to
deny the significance of the types of reforms that have been proposed
and to some extent been instituted in the past decade. The need to
break down rigidities and provide more flexibility and choice, the
virtue of encouraging more initiative and self-directed learning, the
need for faculty more involved in undergraduate teaehing, the importance
of integrating learning and experience, are not only significant for
students actively involved in these issues, but ultimately will provide
a more meaningful education for most students in our universities. The
hard questions arise when we go beyond such general recommendations to
those demanding allocations of scarce resources, and priorities have to
be set with the other demands and needs of mass education, and the role
universities should play in relation to our societal needs.

It would not be fair to suggest that the developmental approach
to education has been concerned only with the needs of an elite minority
of students. On the contrary, it has probably been move concerned with
the mass of students who are not engaged in intense self-questioning
and self-evaluation, and with the need for the educational experience
to challenge and move these students toward a broader, more open, and
more autonomous life perspective. But the intensive studies of college
students suggest that striking life-changes do not occur very often
in the college years, and that it is not just because the educational
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experience presented is not challenging, but because personality
change tends to be limited in the adult years. Again, the point we
are making is not that it is not important to make the educational
experience presented in our universities more stimulating and
challenging. But we have probably been overly optimistic in our
expectations of what such reforms would accomplish for most students,
or the investment it would require to make it accomplish more.

One final comment is relevant to any discussion of educational
reform in a period when reform has received a tremendous impetus
from student protest and confrontation. There is a danger that we
have become overly-reactive in our response to student protest, that
the impetus for reform of our institutions will die out when the
protest and confrontation cease. This is particularly a problem with
respect to educational reform, since student demands in this area do
not tend to lead to the type of protest and confrontation that cannot
be evaded. We can look to students to point up what the oignificant
issues are and what reforms are needed; but the responsibility for
change and for keeping alive the desire for change lies with all of us.
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APPENDIX A

Doctoral Dissertations Conducted on
Data From the Study
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on analyses of the data in this study:

John Gordon Albinson: "Life Styles of Physically Active and Physically

Inactive College Males," University of Michigan School of Educa-

tion, 1969.

Robert Gary Cope: "Differential Characteristics of Entering Freshmen,

Environmental Presses and Attrition at a Liberal Arts College,"

University of Michigan Center for the Study of Higher Education,

1967.

Philip A. Mann: "Emotional Comparison and Friendships: The Role of

Anxiety and Defensive Style," University of Michigan Department

of Psychology, 1968.

John Garton Nikkari: "Freshman-to-Senior Personality Changes in Basic

Collegiate Student Nurses as Compared to Changes in Females in a

Liberal Arts College in a Large Midwestern State University,"

University of Michigan Center for the Study of Higher Education,

1969.

John Richard O'Connor: "Interpersonal Power and Balance: Attraction

as Property and Component of Social Systems," University of

Michigan Doctoral Program in Social Psychology, 1967.

Marion Carol Stringham: "Factors Pertaining to the Utilization or Non-

Utilization of Psychological Counseling Services in a Liberal

Arts College," University of Michigan Center for the Study of
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Sandra F. S. Tangri: "Role-Innovation in Occupational Choice Among

College Women," University of Michigan Doctoral Program in Social
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completed first drafts and are scheduled for completion in the fall of

1971.

Judith A. Brailey: "Identity Issues Among College Freshmen and Senior

Women," University of Michigan Center for the Study of Higher
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Harold C. Doster: "Religious Attitudinal Change in Undergraduates at
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Elaine Hockman: "The Validation of Interindividual and Intra-Individual
Change Measures," University of Michigan School of Education.

Jeylan Mortimer: "Occupational Value Orientations and the Career Decision
Among Men College Students," University of Michigan Department of
Sociology.

The following pages present the abstracts of the Albinson, Mann,
Nikkari, O'Connor and Stringham dissertations. The Cope dissertation
on attrition was expanded considerably and presented in a report cover-
ing the early years of this longitudinal study (Gurin, Newcomb and
Cope, 1968.) The Tangri dissertation is more fully presented in Chapter
VIII of the present report.
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Life Styles of Physically Active and
Thysi.cally_kIactive College Males

by

John Gordon Albinson

The purpose of the study was to investigate the relationship
between the physical activity and the life styles of college males.
Physical activity and life style data were collected on 220 randomly
selected freshmen enrolled in the College of Literature, Science, and
the Arts, The University of Michigan in the fall of 1963.1 Data collec-
tion was repeated on 46 of the original sample when they were seniors
during the 1966-67 academic year.

The samples were divided, by a median break, into high and low
physically active groups on the basis of the 1.5 Peak WMR/BMR's which
is defined as the lowest of the work to basal metabolic ratios com-
prising the most strenuous 1.5 hours per week for an individual. The
same analyses were run on the freshman and senior data. Significance
of the differences on individual measures was tested by use of the one
way analysis of variance statistic and the sign test was used to find
the significance of the trends which appeared in the data. With one
exception, no statistically significant differences were found on the
individual measures, as shown by the analysis of variance. The sign
test analysis revealed some apparent trends.

In general, there were 140 statistically significant differences
between the life styles of individuals who maintain a high level of
physical activity and of individuals who do not maintain a high level
of physical activity. The lack of significant findings may have been
the result of the selectiveness of the sample. Another possible reason
for the lack of significant findings may be that the value placed on
physical activity in the early adolescent's culture may not be a value
in the later adolescent culture. With this value not present, the
psychological variables associated with physical activity reported in
the literature, which primarily dealt with the early adolescent popu-
lation, may not be present in the late adolescent culture.

However, if we look at the significant sign tests which appeared,
there were some suggestive tendencies in the data. A high level of
physical activity tended to be associated with a life style that was
characterized by a better self concept, a greater social orientation
toward life, and a smaller range of leisure activities than that which
is associated with a low level of physical activity.

1
The physical activity data were separately collected and collated

with the data on attitudes, values and self-concepts from the broader
study.
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As a result of the sign test of the freshman data, the high actives

appeared to be more conservative with regard to religion, political and

social views, than the low actives, but in senior data the high actives

appeared to be more liberal than the low actives. This reversal may have

been a result of the environmental press of the university in which the

study took place. The university has a national reputation for being
highly intellectually-aesthetically oriented and for being very liberal.

It was hypothesized that the high actives could not or did not choose to

gain status by meeting the intellectual aesthetic press but rather used

liberalism as the avenue to gain prestige and status.



Emotional Comparison and Friendships:
The Role of Anxiety and Defensive Style

by

Philip A. Mann'

The purpose of this study is to test the applicability of the
theory of emotional comparison processes to friendships. In brief,
that theory states that under conditions of high anxiety, people tend
to seek out others whose emotions are similarly aroused in order to

evaluate the appropriateness of their own reactions. This study

attempts to extend the theory from affiliative behavior in the labora-

tory stivation to the more life-like area of friendships.

A number of factors found to influence the emotional comparison
process are identified from the literature. These include the condi-
tions of emotional arousal, individual differences in anxiety and
defensive style, and the degree of similarity-dissimilarity between
the friends. The study compares the effects of these factors on gen-
eral attractedness to others and on the importance given to bases of
specific friendships which could facilitate emotional comparison.
Other tests made in the study are the effects of power motivation on
the tendency to perceive the friend as superior or inferior, and the
effects of defensive style on similarity between the friends, the
accuracy with which the friend is perceived, and the stability of the

friendship.

Subjects are male and female college students. The Alpert-Haber

anxiety scale, the Impulse Expression scale of the Omnibus Personality
Inventory, and the Thematic Apperception Test scored for need Power

are used as measures of individual differences. Data on friendships

consists of responses to questionnaires and interviews.

The chief findings are that the individual difference measures are
generally more effective for females than for males, and that anxiety

predicts general attractedness to others, while defensive style predicts
the importance given to specific bases of friendships. Power motivation

is unrelated to the perceived superiority-inferiority of the friend.

Defensive style by itself does not affect objective similarity, accuracy
or stability in a reliable fashion, and it is necessary to consider aspects

of the particular relationship between the friends, such as similarity in

defensive style, reciproc'tion, and closeness of interaction to predict

accuracy and similarity. )eniers tend to perceive more similarity to

their friend when they are different from their friend in defensive style

than when they are similar to their friend in this respect.

1
Further analyses of the data after completion of the dissertation

qualified and amplified some of the results presented in the dissertation.

For a later statement see Philip A. Mann, "Effects of Anxiety and Defensive

Style on Some Aspects of Friendship," Journal of Personality and Social

Psychology, 18, No. 1, 55-61.
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From the results, it may be concluded that individual differences
alone are not sufficient to understand emotional comparison processes in
friendships, And that it is critically important to consider the various
features of the relationship itself as well as individual differences.
Defensive style is identified as one individual difference that.can con-
tribute to this understanding which has not been used in previous studies.
The results imply that emotional comparison occurs in most friendships,
but that it differs in kind from one friendship to another. The self-
evaluation that occurs with emotional comparison may not necessarily be
veridical. The implications of these findings for the theory and for
future research are discussed.



Freshman-To-Senior Personality Changes in Basic Collegiate Student

Nurses as Compared to Changes in Females in a Liberal Arts

College in a Large Midwestern State University

by

John Garton Nikkari

Nursing and nursing education have a serious manpower shortage

to meet the health care needs of the society. The demand for expert

nursing care has been spurred on by rapidly expanding developments and

programs the health fields and a growing consciousness of preventive

medicine. But little research has been conducted on the nursing student

in basic collegiate programs, one of the primary sources of leadership

personnel, including nursing educators. The basic aim of this study wis

to identify the student nurses' entrance characteristics and then ascer-

tain the degree and type of personality changes occurring in student nur-

ses which resulted from their experiences both within the School of

Nursing and within the dniversity.

Through the use of questionnaires and the Omnibus Personality Inven-

tory, the test-retest approach was selected to obtain the data. The

entire incaming classes of freshman student nurses for the Fall semesters

of the 1962-63 and 1963-64 academic years were chysen and followed in a

longitudinal fashion over a period of four years.' There were 447 s.tu-

dent nurses in the sample to test the entrance characteristics, and 48

student nurses in the sample for the study of personality changes. The

chi square statistic was used for computer analysis of the data, supple-

mented by t tests and F values of the differences between the mean scores.

Three sets of dependent variables were used as guidelines in studying the

entrance characteristics of the students: Cosmopolitan vs. Noncosmopolitan

background; Self vs. Collectivistic orientation; and Familistic vs. Family

Advancement orientation. Next, fourteen "critical experiences" of the

student nurses which might account for differing degree and type of per-

sonality changes in the student nurses and LSA females were described.

These "critical experiences" were grouped into three dimensions: Commit-

ment to and Identity with Nursing Role; Exposure to Correct Attitudes and

Values; and Crises and Conflicts. There were four major hypotheses:

1. When the entrance characteristics of the three student nurse

groups are compared, student nurse graduates will be most

collectivistic, familistic oriented, and noncosmopolitan,

whereas transfer students will be most self-oriented, family

advancement oriented, and cosmopolitan.

;While the focus of the broad study was on the students in the

Literary College, longitudinal data were also gathered on other students,

e.g., the students in the School of Nursing analyzed in this dissertation.

422



2. When the entrance characteristics of the student nurses are
compared with those of the LSA females, the student nurses
will be more collectivistic, familistic oriented, and non-
cosmopolitan than the female students of the liberal arts
college.

3. Personality change will be greater to the degree that:

a. there is flexibility, independence, and desire for self-
development;

b. professional socialization is law -- wider interest range;
c. the individual's background is more cosmopolitan;
d. the individual has a high degree of independence from the

parents, even to the point of experiencing conflict;
e. the individual is willing to establish relationships with

persons who have differing viewpoints;
f. the individual is able to accept more liberal value positions;
g. the individual experiences greater freedom of impulse,

enlightenment of the conscience, and integration of the self.

4. Student nurses' freshman-to-senior changes will be less than
changes in female students of the liberal arts college.

The findings from the data tended to confirm the last three of the
four hypotheses. In the first hypothesis, the Withdrawals rather than the
Non-Withdrawals were most noncosmopolitan, fsmilistic oriented, and
collectivistic. There were only a few statistically significant differ-
ences among the student nurse groups. However, several significant dif-
ferences were noted between the student nurses and the LSA females; the
latter tended in the direction of liberalism.

LSA females more frequently than student nurses had freshman-to-
senior personality changes. The LSA females were much more oriented
toward aesthetic and intellectual interests than the nursing students.
The LSA females also viewed themselves as having a higher degree of
psychological freedom and self-confidence than the student nurses. The

latter were more conservative, restrictive, and interested in the prac-
tical than the LSA females. The student nurses also showed a lack of
tolerance for ambiguities and uncertainties.. Overall, the students in
both groups moved toward a more liberal position as senioru than as
freshmen. As predicted, the students did not think there were changes
in themselves or their beliefs.



Interpersonal Power and Balance:
Attraction as Property and Component of Social Systems

by

John Richard O'Connor

An attempt is made in this study to introduce conceptions of social
power and dependence into the A-B-X model of balance proposed by Newcomb.
This is done by viewing interpersonal attraction both as a component of
the A-B-X system and as a property of a power-dependence system. One

interrelationship from among those included in these overlapping systems
is selected for empirical investigation -- that between social inter-
dependence and attraction.

Interdependence is defined as the extent to which social actors have
consequences for each other. The dependence of one actor on another is
defined as same quantity that varies (a) directly with the importance to
the actor of resources controlled by the other, and (b) inversely with
the availability of those resources in other social relationships.
Attraction is viewed simply as general liking.

The general proposition concerning the relationship between these
variables is derived from the dynamics of the functional system. It pro-
poses that, in the social system as in the model of the functional system,
system interdependence and equilibrium are related in a curvilinear fash-
ion: the greater the degree of interdependence, the greater the equilibrium,
up to a point; after that point, the greater the interdependence, the less
the equilibrium. Four limiting conditions are specified at the social
level. Equilibrium is defined as the stability of system properties.
Attraction is regarded as one property of social systems, and, for minimal
systems, the prediction is made that attraction will be maintained to a
greater extent when interdependence between actors is neither high nor
low, but rather at some intermediate level. Two related propositions are
generated by the same theoretical orientation. One suggests that the par-
ticular non-extreme degree of interdependence at which equilibrium is
hypothetically greatest is partially determined by normative prescriptions
that legitimate certain dependence levels for different types of social
systems. The other proposition predicts that symmetry of interdependence
affects the height of the expected curve.

These variables were operationalized by means of perceived data
obtained through survey methods. A snowball sample of college under-
graduates provided information about two closest friendships. Each

friendship was assigned to one of six degrees of dependence identified
in this study. The dependence measure was found to be positively related
to a face-valid dependency item, and also to degree of expected persis-
tence of the friendship. The importance component of the dependence
measure was obtained by means of factor analyses also pertinent to a
typology of interpersonal rewards. The variable of attraction was mea-
sured by the inclueión of an imdividual in a group of close friends.
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The first proposition was investigated by relating degree of depen-
dence to maintenance of attraction over a two-year period. Curvilinearity
was tested according to the logic of comparison for quadratic trend.
Three degrees of dependence were specified -- the extremes and the inter-
mediate degree at which persistence of attraction was greatest. Tentative
support was found for the prediction in the entire sample and in certain
subsamples. Little or no support was obtained for the remaining proposi-
tions. Attempts to examine the three propositions with consensual mea-
sures -- that is, with indexes that combine the reports of each member of
a friendship pair --were generally unsuccessful.

Suggestions are offered about possible consequences of variable degrees
of interdependence for the dynamics of balance. Differential weightings
of outcomes of imbalance are discussed. In general, it is proposed that
intermediate degrees of ..iependency tend to maximize legitimate differences
betwean actors, while also facilitating interpersonal influence effective
in the long run.

" 4"5
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Factors Pertaining to the Utilization or Non-Utilization
Of Psychological Counseling Services in a Liberal Arts College

by

Marion Carol Stringham

The purpose of this study is to analyze a number of selected demo-
graphic and personality factors and to explore selected college environ-
mental factors as they relate to the utilization of psychological coun-
seling services by students attemding a liberalrarts college in a multi-
versity. The central concern is to discover what factors seem to differ-
entiate students who terminate counseling early from those who terminate
later.

The major investigation views the selected demographic and psychologi-
cal characteristics (personality variables and cognitive style variables)
of freshman stendents as independent variables. The use or non-use of
personal counseling services and the duration of treatment are the two
dependent variables. Included among the psychological characteristics are
self-concept adjective indices, degree of concern indices, acceptance of
parental opinion indices, and a social openness index. The data, consist-
ing of written responses to questionnaires and to the Onmibus Personality
Inventory, were collected as part of a longitudinal study of the University
of Michigan student during the freshman orientation week. The utilization
of counseling services was determined by questionnaire during the senior
year.

The secondary investigation includes the same independent and depend-
ent variables but adds an intervening variable -- the environmental "press"
of the institution. These data were collected during the senior year and
consisted of questiamnaires and interviews. Analyses of all these data are
run separately on males and females using chi square or the t-test as the
statistical measures of significance.

In regards to the utilization of psychological counseling services,
the results shaw that one demographic variable, socio-econamic status, and
only two self-concept indices, expressiveness and traditionalism are
significant. Higher family income positively influences females in rela-
tion to utilizing personal counseling; both males and females who seek
counseling describe themselves as more expressive than deliberate and more
untraditional awn traditional. Single items of significance regarding
self-concept Shaw those utilizing services as more unhappy (males),
more self-critical (females), more tmpulsive (females) and as having given
more thought to the question "Who am I?" (females). The variables pertain-
ing to concerns parental acceptance, ane social openness do not produce sig-
nificant results. Five out of the seven scales of the Omnibus Personality
Inventory do differentiate between users and non-users of personal counsel-
ing.

In regards to the duration of treatment, the results show that higher
socio-economic status positively influences females in relation to the longer
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use of counseling. Females terminating later see themselves as less open
than closed. In the area of concerns, males who terminate early score
higher on a Vocational Commitment Index, and females score higher on a
Citizen Orientation Index. None of the other variables produce significant
results, and the Omnibus Personality Inventory does not discriminate
between early and late terminators. An important finding is that early
terminators more closely resemble non-users than they do late terminators.

The results also show that the "lack of fit" or the environmental
presses of an institutOn are not related to the use of psychological
counseling services.

Four generalized conclusions can be drawn from this study. There are
same specific personality characteristics that do differentiate between
users and non-users and early and late terminators regarding personal'
counseling services. Furthermore, there is some evidence of more durable
personality traits and behaviors that differentiate these groups. Another
conclusion is that male and female students vary considerably in their
personality characteristics relative to the utilization of personal coun-
seling. Finally, there are several patterns which are identifiable at the
time of entrance into collete which predict future use of counseling.
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2. Following is a list of five subject matter areas. Rank them from 1 to 5 so

that 1 corresponds to the area in which you are most interested and 5 corres-

b ponds to the area in which you are least interested.

Natural sciences (e.g., physics, chemistry, biology)

Humanities (e.g., fine arts, history, English)

Social sciences (e.g., economics, government, anthropology, sociology)

Mathematics

Foreign languages

APPENDIX B

Senior Questionnaire - Part One

-1-

IXIS QUESTIONNAIRE CONCERNS YOUR REACTIONS TO MANY DIFFERENT ASPECTS OF COLLEGE -

SUCH TUINGS AS YOUR REACTIONS TO RESIDENTIAL EXPERIENCES, ACADEMIC EXPERIENCES,

SOCIAL LIFE AND STUDENT ORGANIZATIONS, AND MS OF YOUR PLANS AND EXPECTATIONS

ABOUT THE FUTURE.

FIRST, SOME QUESTIONS ABOUT YOUR FEELINGS REGARDING THE ACADEMIC ASPECT OF COLLEGE.

I. We'd like to know something about your reactions to the courses you've taken

at Michigan - not only the classroom experience but the books you've read and

the other work you've done in connection with the coLrses. Thinking of all

the courses you have had at Michigan, how often would you say you have had

each of the following reactions?

(Check one alternative for each of the phrases listed below.)

Once Rarely

Very Fairly in a or

Often Often While Never

I found the courses interesting 0 0 0 0
I found the courses not only interesting
but very exciting and stimulating 0 0 ED 0

I found the courses dull 0 0 0 CD

I had long discussions with friends about 0 0 0 0
ideas that the courses stimulated

I was stimulated to do reading or other
work beyond the course requirements CD 0 CD 0

I found the courses rough going academically 0 CD 0 0

I found the courses challenging me to
produce to the limits of my intellectual 0 0 0 0
and creative capacities



-2-

3. As you look back over the courses yo4 have taken at Michigan, do any stand out
as unusually meaningful experiences for you? (CHECK ONE)

Yes, several

0. Yes, one or two

o No, not really

(If you have had any such course (or courses), please indicate the name of the
course, the faculty member who taught it, and in what way it was particularly
meaningful for you. If there have been a number of such courses, just
indicate the two or three that were most meaningful to you.)

=URSE FACULTY MEMBER IN WHAT WAY PARTI ULARLY MEANINGFUL

429
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4.. Students vary in their attitudes toward given clusroom procedures. On the
next page is a set of scales describing different classroom procedures. If

you feel that one or the other end of the scale is something you prefer very
Risk in a class, you should place your X. as follows:

Essay tests X :

Or

True-false or
multiple-choice
tests

Essay tests : : : X True-false or
multiple-choice
tests

If you somewhat prefer one end, X as follows:

Essay tests : X : True-false or
multiple-choice

or tests

Essay tests : : : X : True-false or
multiple-choice
tests

If you glithtly prefer one end, X as follows:

Essay tests . : X : : : True-false or
multiple-choice

or tests

Essay tests : : : : X : : True-false or
multiple-choice
tests

If both ends of a particular scale are not at all relevant to what you prefer
la a class, or if both ends of the scale seem equally relevant, place your X
la the middle:

(PLEASE USE THIS CATEGORY ONLY WHEN YOU FIND IT COMPLETELY IMPOSSIBLE TO X
EITHER SIDE OF THE SCALE)

-41
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Essay tests

Required attend-
ance for class

Doing a project
with several others

in the class

Professors leave
it up to the
students to

keep up with
the work

A class that
presents a clear

point of view

A class that
stresses the

student's
independence even
though assignments
may be vague and

the student unsure
about what's

expected of him

Lecture classes

-4-

MY CLASSROOM PREFERENCES

Please be sure to check each scale with an X

:

4941
-415-

True-false or
multiple-choice
teats

Attendance not
required

Doing a project by
oneself

Professors regularly
check up on the
students to make
sure that assign-
ments are being
carried out proper-
ly and on time

A class that presents
di f ferent approaches

and leaves it up to
the student to
develop his own
point of view

A class that
stresses clear
requirements even
though it may
restrict the
s tudent 's

independence

Discussion classes
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5. Have you taken any Honors courses or sections here at Michigan? (CHECKPNE)

O Yes, have taken Honors courses in my field of concentration

0 Yes, have taken Honors courses not in my field of concentration

O Yes, have taken Honors courses both in and out of my field

of concentration

ANSWER

QUESTIONS

5a-5e

O No, have not taken any Honors courses at Michigan --(ANSWER QUESTIONS
5f AND 5g ON PAGE 6)

FOR THOSE WHO HAVE TAKEN HONORS COURSES AT MICHIGAN

5a. What have been the positive things about being In the Honors Program --

what have you been particularly satisfied with?' (IF YOU FEEL THERE WERE

NO POSITIVE OR SATISFYING ASPECTS, PLEASE WRITE IN "NONE")

5b. Whit have been the negative aspects about being in the Honors Program --

.
what have you been dissatisfied vith? (IF NO NEGATIVE ASUCTS, PLEASE

WRITE IN "NONE")

Sc. If you were beginning your career at Michigan, would you want to be in

the Honors Program? (CHECK ONE)

C3 Definitely would want to be in the Honors Program

0 Probably would want to be in the Honors Program

C3 Probably would not want to be in the Honors Program

C3 Definitely would not want to be in the Honors Program

0 Not certain what I would want to do

(CONTINUED ON NEXT PAGE)

-416- 432



-6.

5. (continued)

FOR THOSE WHO HAVE TAKEN HONORS COURSES AT MICHIGAN (continued)

5d. Are you taking any Honors courses or sections at the present time?
(CHECK ONE)

O Yes
O No

0(
(IF NO) Why are you no longer in the Program?

Se. Are you doing an Honors thesis or special Honors project? (CHECK ONE)

O Yes

tio

(IY YES) What are you doing?

(SKIP TO Q. 6)

FOR THOSE W33 HAVE NOT TAKEN ANY HONORS COURSES

5f. Have you ever been eligible for the Honors Program? (CHECK ONE)

o Yoll

El No

O Don' t know

5g. If you have been eligible for Membership, could you give some of the
Measons you decided not to join the Program?

(GO ON TO Q. 6)
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S. What is your overall (cumulative) grade point average?

I am fairly certain that my overall grade point average is

I think that my overall grade point average is

Check here if you have no idea what your overall grade point average is 0

7. In general, how do you feel the grades you have received at Michigan compare

with the grades of other students with your ability? Compared to other

students with my ability, my grades tended to be: (CHECK ONE)

0 Much higher

o solawhat higher

0 About the same

0 Somewhat lower

0 Mich lower c.

8. Listed below are a number of awards and honors. Which of these have you

received or are fairly sure you will receive by the time you graduate? (PLEASE

PDT A SINGLE CHECK 7N FRONT OF THOSE YOU HAVE ALREADY RECEIVED AND A DOUBLE

siggs.rm FRONT oF THOSE YOU EXPECT TO RECEIVE)

Phi Beta Kappa

Other honor occiety based on academic achievement

Graduation with honors (SPECIFY) (Cum) (Magna) (Sinmna)

Scholarship awarded on basis of academic ability

Woodrow Wilson

Prise or award for scholarship or research work

°Prize or award for literary, musical, or artistic work

Tbok one or more graduate level courses as an undergraduate

Honorary group based on extra-curricular activities and academic achieve-

sent (PLEASE SPECIFY WHICH ONES)

Other award or honor (P1EASE SPECIFY)

No special honors received or expected

. : .

9. .What is your major--iour field of concentration? (UPYOU HAVE NOT YET CHOSEN

.YOURMAJOR, WRITE IN "None" AND.SKIP TO Q. 17 ON PAGE 10)
..

:

-418-
434.
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10. Which of the following statements comes closest to describing how you
decided on this major? (CHECK ONE)

f:] I thought about it a great deal, weighing the pros and cons before arriving
at a decision

El I didn't really think a great deal about it but I felt pretty sure it was
something I wanted to do

El I didn't think much about it -- I pretty much just drifted into it

11. Which of the following statements best describes your position regarding
academic major when you entered Michigan? (CHECK ONE)

ID I had the same choice I do now

El I didn't have a choice then

El / had a different choice than I do now

If your current choice represents a different position than you had
at entrance, could you give sone of the reasons for your present
choice or why you decided to change?

12. To what extent was each of the following
academic major? (PLEASE CHECK ONE ALTERNATIVB

Of Crucial
Importance

important

VOR

Very
Imorti_uit

in your choice of an
EACH ITEM LIVED BELOW)

Fairly Not Too Not at All
Important Important Important

Father 0 0 0 0 0
Mother 0 0 0 0 0
Brother, sister, other relative 0 0 0 0 0
High school teacher or counselor 0 0 0 0 0
My official faculty advisor
at Michigan GI 0 0 0
Other Michigan. faculty 0 CI 0 0 0
Administrative staff at Michigan
(residence counselor, staff in
Office of Student Affairs, etc.) 0 C3 0 GI 0
Friend(i) at"Michigan 0 0 0 0 0
A psmticular course I took at
Michigan (PLEASE SPECIFY DEPART- 0 0 0 0
MENT, NUMBER, AND NAME OF
MACHER) (CONTINUED ON MIT PACE)

-619-
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12. (continued)
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Of Crucial Very Fairly Not Too Not at All.

Importance Important Important Important Important

This major was necessary for the
occupation I empect to enter

This major left me time for my

other college activities

I. did very well in the courses

is this field

The courses in this field are
easier than those in others

/be courses in this field are
harder than those in others

The course's in this field were
fascinating to me

I wasn't really sure of this
major, but I had to choose
something

I found that.this field really
fit my particular skills and
talents

0 0 0 0

0 0 0 0 0

0 0 0 0

0 0 0 0 0

0 0 0 0 0

0 0 0 0

0 0 0 0

0 0 0 0
-If any-friend at Michigan was important, please give his or her name.

(IT MORE THAN ONE MICHIGAN FRIEND WAS IMPORTANT, GIVE THE NAME OF THE

ONE WHO WAS MOST IMPORTANT.)

If any faculty or administritive member at Michigan was important,

please give his or her name and position, e.g., faculty advisor,

residence counsele.z, teacher in a course I took. . (IF MORE THAN ONE

WAS IMPORTANT, GIVE THE NAME OF THE ONE WHO WAS MOST IMPORTANT)

13. If you had to do it over, would you choose the same major? (CHECK ONE)

0 leo, I'm sure I would choose the same major

o Tes, I probably would choose the same major
.(SKIP TO Q. 14)

0 Mb, I probably would choose a different major (ANSWER QUESTIONS 13a and 13b)

0 mo, I'm sure I would choose a different major

(IP NO) 13a. What major would you choose?

13b. Why would you choose that instead of your present one?

-420-
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14. Would you say there is anything approaching a "group spirit" or a feeling of
common identity among the students in your major department? (Check one)

No, practically none

1.3 Yes, but it is rather weak

O Yea, to a moderate degree

Yes, it is quite strong

15. What is your general impression of the intellectual ability of most of the
students in your major department? (Check one)

O Most of them are below the average at Michigan

O Most of them are near the average at Michigan

O Mot of them are above the average at Michigan

O The students in my field are among the brightest on this campus

lb. Would you say that the major department you are in has prestige among this
student body as a whole? (Check one)

O It does not have the prestige that most other majors have

O Its prestige is neither particularly high nor particularly low

O Its prestige is fairly high

O It has a great deal of prestige on this campus

Mow some questions about living arrangements and your residence experiences:

17. Where are you currently living? (Check one)

Dormitory (PLEASE GIVE NAME OF DORM AND HOUSE)

Apartment

Rooming house

room in a private home

In my parents' home

Fraternity or sorority house

cooperative house (PLLASE GIVE NAME)

18. People have different feelings about particular residential arrangements on
campus. How do you feel about the life you have had in the place you've lived
this year? We don't mean just the physical arrangements, but the kind of life
one has in your particular residential situation. (Check one)

O I've been very satisfied

0 I've been fairly satisfied

O I've been fairly dissatisfied

O I've been very dissatisfied

18a.. Why have you felt this way?

-421-
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19. Do you feel you might have been more satisfied in some other residential

arrangement? (CHECK ME)

O Yee

O No

(11 YES) What other residential arrangement might have been more satisfying?

In what way would it have been more satisfying?

20. Mow many years MA you live in a dormitory at Michigan? (CHECK ONE)

Nene

O Loss than one year

O One year

O Eetween one and 2 years

O ,2 years

O Between 2 and 3 years

O 3 years

O More than 3 years

(POR THOSE PERSONS CURRENTLY LIVING IN A DORMITORY)

20a. Thinking now about the specific House where you've lived this year,

how satisfied would you say you've been with this House in comparison

with others you know something about? (CHECK ONE)

0 I've liked this House mach better than any other I know

0 I've liked this House somewhat better than any other I know

0 I don't have any feelings about this one way or the other

0 I would have liked another House somewhat better

0 I would have liked another House a great deal better

21. Do you have one or more roommantes, or do you live alone? (CHECK ALL THAT APPLY)

O Live alone

O One student roommate

O Two or more student roommates

O Live with spouse or parents

O Non-student roommates

-422- Aciri
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21. (continued) -12-

If you have one or more roommates who are students at the University of
Michigan, please indicate their names below.

NAMES OF STUDENT ROOMMATES
(PLEASE PRINT FIRST AND LAST NAMES)

22. If either were equally possible, would you prefer to live alone or to have

a roommate(s)? (CHECK ONE)

O I much prefer to have a roommate(s)

O I somewhat prefer to have a roommate(s)

O I somewhat prefer to live alone

O I much prefer to live alone

23. What are your feelings about college fraternities and sororities? (CHECK ONE)

O I am very much in favor of them

O I am generally in favor of them but I have some reserlAtions

O I don't have any feeling about them one way or the other

O I as fairly Much against them

O I am very much against them

Way do you feel this way?

24. In relation to fraternities or sororities, check which of the following state-
ments applies to you.

o Mover went through rush

O Hushed, but dropped out before final bids

O Rushed aed didn't receive a bid

o RuShed and received a bid but did not pledge

O Pledged but later depledged

O Initiated but later dropped out

o Am currently a member (PLEASE SPECIFY THE HOUSE)

If you have ever depledged or dropped out of a fraternity or sorority, please
indicate why.

-423-
V
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Now, some general questions about your reactions to Michigan.

25. In the life you have led at the University, what experiences have been most
important and meaningful to you? Check how important each of the following
experiences has been to you in your life at Michigan. (CHECK ONE ALTERNATIVE
POE EACH ITEM LISTED.)

Of Crucial Very Fairly Not Too Not at all
Importance Important .ImpOrtant, Important, Important

Knowing students from very
different backgrounds

Classroom work - lectures,
reading, classroom discussions

Individual study, research,
writing, art work

Extra-curricular life - -the
campus groups and activities
I've become involved in

Parties and social life

Dating

Getting to know faculty, see-
ing,and talking with them out-
side of class

Discussing ideas, intellectual

exchange with friends, other
students

The friendships I've formed

Experiences with music, drama,
art

"School spirit" activities--
e.g., Michigras, Homecoming

Getting involved in issues of
national or world affairs

Being.on my own--the sheer
experience of being independent

Intrilural or varsity sports
(as either a spectator or
participant)

Student government; campus
elections for student government;
involvement in campus issues

Self-discovery, self-insight--
discovery and development of new
interests and talents

0 0 0 0 0

0 0

0 0 0 0 0

0 0 0 0 0
0 0 0 0 0
0 0 0 0 0

0 0 0

0 0 0 0 0
0 0 0 0 0

0 0 0 0

0 0 0. 0 0

0 0 0

0 0 0 0 0

0

0 0

0 0 0 0 0

440
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26. Colleges and universities differ from one another in many ways. Below is a

list of statements that may be generally true or characteristic of some
schools but not of others. For each statement, please'indicate how true or
not true you feel this statement is when applied to the University of Michigan.
Check one alternative for each statement.

1. Bach student is treated as
a unique person

2. Faculty members are not
highly stimulating

3. Faculty members go out of
their way to help you

4. The esisting rules and
regulations regarding
student behavior on this 0 0 0 0
campus are sensible and
necessary

5. Faculty members are narrow
specialists 0 C3 0 C3

6. Utellectual nonconformity
gets you into trouble 0 0 0 0

7. Students admost never see
the professors except in 0 12 0 0
class

8. Most students get really 0 0 C3 C3
seated about ideas

9. Faculty members discourage
student argument and dis- 0 0 0 0
agreement with them

10. There is amPle time for
lieser growth 0 C3 0 0

11. Faculty members are very
competent in their special 0 0 0 0
fields

12. You are encouraged to think 0 C3 0 C3for yourself

Definitely Generally Generally Definitely

True at True at Not True Not True
Michlaan Michiaan at Mich. at Mich.

*El El 0 0

El El 0 0
El El 0 0

13. 1m disputes between .the
students and the administra-
tion, the faculty more often 0
iupports the administration's
position

14. Faculty members tend to be
aloof and somewhat formal 0 D 0 0
with the students

-425-
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26. (Cost)

15. There are many restrictive
rules governing the
personal behavior of 0 0 El
tudents

16. The cou.ses and teachers
allow you to slip by with
less than your best efforts

17. The students have a great
'deal of say in the way the
University is run

18. The academic bureaucracy
ignores the individual

19. Teachers dislike spending
time with students

20. The student's personal
development is neglected

21. Real intellectual, interests
are stifled

22. Students are treated like
irresponsible children

23. Faculty members are very
poor teachers 0 El El

-15-

Definitely Generally Generally Definitely
True at True at Not True Not True
Michiaan Michitan at Mich. at Mich.

a 0 o

a 0 0

a 0 0 o
O 0 0 o
O 0 0 o
O 0 0 0
O 0 0 o

24. Students have a lot of
contact with faculty

25. Standards set by the
professors are not par- 0 0 . 0

!

ticularly hard to achieve

26. Faculty members have broad
general interests and ideas E 0 0
beyond their own fields

27. Students are treated like
.IIRI cards

28. Faculty members are
politically coaservative

29. Students are encouraged to
take intellectual risks 0 0 0

O .0 J0

O 0O .00
30. The administration treats

the student as an adult

31. Individual students have a
voice in formulating the
regulations which affect
them

O 0 0

0 0

7426- .
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,....*1,16.110

26. (Cont) Definitely Generally Generally Definitely

True at True at Not True Not True

Michisan Michiean at Mich. at Mich.

37-. Teachers are genuinely
interested in students

33. In their religious beliefs,
faculty members are agnostic

or atheistic

34. The administration of the
University is not genuinely
interested in the welfare
of students

35. Faculty members seem less
interested in teaching than
in their own writing and
research

36. You can develop a lot as a
human being

37.' Professors frequently go
out of the way to establish
friendly relations with
the students

38. Students are treated like
responsible people

0 0 0 0
0 0 0 0

0 0 0 0

0 0 o 0

0 0 0

0 0 0 0

0 0 0 0

27. Do you feel that the University exercises too much or too little authority over

students' life outside the classroom? (CHECK ONE)

Exercises too much authority over students

O Exercises too little authority over students

O Exercises about right amount of authority

28. What, if any, are the areas where you feel the University exercises too much
authority over students' life--where you feel the University may be unduly

restrictive? (IF YOU FEEL THERE ARE NO AREAS WHERE TOO MUCH AUTHORITY IS
EZER1ED, PLEASE WRITE IN "NONE")

-427-
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29. What, if any, are the areas where you
authority over students' life--where y
exercise a little more authority than
IMRE THE UNIVERSITY EXERTS TOO LITTLE

feel the University exercises too little
ou feel the University might properly
it does? (IF YOU FEEL THERE ARE NO AREAS
AUTHORITY, WRITE "NONE")

30. Very often a particular college has a general "atmosphere," and one can think
of a nuaber of adjectives or phrases that one could use in describing or
characterizing the University.

Below are a number of pairs of phrases or adjectives labelled "A" and "B" which
might be used to describe the Michigan atmosphere. For each pair, check the
alternative that indicates how much you feel either phrase characterizes the
Michigan atmosphere.

PLEASE CHECK ONE ALTERNATIVE FOR EACH PAIR.

A is lay
charac-

terietic
of the

Michigan
atmosphere

I. A. Politically conservative
B. Politically liberal

2. A. Unconventional
R. Conventional

3. A. Interested in inter-
national and national
affairs

11. Not interested in inter-
national and national
affairs

4. A. Intellectual
R. Not intellectual

3. A. Paternalistic
11. Permissive

6. A. Accepting of traditional
religious beliefs

R. Rejecting of traditional
religious beliefs

7. A. Absorbed in social life
and dating

R. Not absorbed in social
life and dating

A is fiat
charac-
terie tic
of the
Michigan
atmosphere

0

Neither A
nor 13 is B is fairly, B is ma
charac- charac- charac-
teristic teristic teristic
nf the of the of the
Michigan Michigan Michigan
atmosphere atmosphere atmosphere

0 0 0 0 0

4 2 8 - ,

0
(CONTINUED ON NEXT PAGE)



30. (continued)
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A is nu. A is fairly

charac- charac-

teristic teristic

of the of the

Michigan Michigan
atmosphere atmosphere

8. A. Absorbed in studies
and academic work

B . Not absorbed in studies

and academic work

9. A. Liberal conception of
sexual standards and
morality

B . Conservative and tradi-
tional conception of

standards and
moseirtity

10. A. Positive toward fra-
ternities and sororities

B. Negative toward fra-
ternities and sororities

11. A. Committed
B. Cool

12. A. Encourage early voca-
tional specialization

B. Encourage students to
"try out" and think
through a variety of

fields

Neither A
nor 1 is

charac-
teristic
of the
Michigan
atmosphere

13. Anything else you feel is particularly characteristic

A is fairly

charac-
teristic

of the
Michigan
atmosphere

of Michigan?

A is very
charac-
teristic
of the
Michigan
atmosphere

O

31. How often during your years at Michigan have you
disagreeing or leeling strongly that your values
those of many of the faculty here? (CHECK ONE)

O Frequently

.Occasionally ----(ANSWER Q. 31a)

CI Chace or twice''...°#.

O Never (SKIP TO Q. 32)

found yourself either seriously
or beliefs were different from

(CONTINUED ON NEXT PAGE)
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31. (continued)

31a. What are some of the ways in which you feel your values and beliefs
have differed from those of many faculty here? (PLEASE BE SPECIFIC--
I.E., INDICATE BOTH YOUR BELIEF AND POSITION AND THE POSITION OF THE
FACULTY)

32. How often during your years at Michigan have you found Yourself either seriously
disagreeing or feeling strongly that your values or.beliefs were different from
those of many of the students here? (CHECK ONE)

0 Frequently--.....,.....

0 Occasionally (ANSWER Q. 32a)

0 Owe or twice

0 Hever (SKIP TO Q. 33)

32a.. What are some of the ways in which you feel your values and beliefs
have differed from those of many students hete? (PLEASE BE
SPECIFIC--I.E., INDICATE BOTH YOUR BELIEF AND POSITION AND THE POSITION
OF THE STUDENTS)

OP,

33. Sone students want more from a teacher than competence or even brilliance in
teaching. They want a broader and more personal relationship with someone
they can see and talk to frequently outside of class, someone they can get to
know well enough to talk with about matters not related to school or course
work. Is this something you want in a relationship with a teacher? (CHECK ONE)

0 I want this very much

0 It would be nice, but it's not crucial to me

0 I don't really care about it one way or the other

0 I don't think I'd like it

0 I'm sure I don't want it--I prefer a Certain amount of distance between
faculty and student

0. -430-
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36. What proportion of your courses at Michigan were taught mainly by teaching
fe/lows? (CHECKONE)

.0 Almost all

El Omer half

1.3 About half

O Lees than half

0 Very few

O None

37.. Mew do you feel the teaching fellows you had compared with the regular faculty
on each of the areas listed below?

CHEM ONE ALTERNATIVE FOR EACH AREA.

Teaching

fellows
much bet-

ter than

regular
faculty

Teaching
fel:owe
somewhat
better

Both
about
the
same

Regular

faculty

somewhat
better

Regular
faculty
much bet-
ter than
teaching
fellows

Interest in the students and their
prOblens 0 0 0
Competence in their special field 0 0 0 0 0
Competence as mumhers 0 0 0 0 0
Ability to stimulate and excite the
students 0 0 0 0 0
General intellectual, cultural
interests

0 0 0 0 0
Interest in preparing students for
professional specialization 0 0 0 0 0

4Ua,--433-
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38. ,Now, we would like you to compare the faculty in your major field with the
other faculty at Michigan. Please make this comparison for each of the areas
listed below.

CHECK ONE ALTERNATIVE FOR EACH AREA.

My major
field
faculty
mueh bet-
ter than
other
Michigan
faculty

My major

field

faculty
somewhat

better

Both
about
the
same

Other
Michigan
faculty
somewhat
better

Other

Michigan
faculty
much bet-
ter than
my major
field

faculty

Interest in the students and
their problems 0 0 0 0 0
Competence in their special
field 0 0 0 0 0
Competence as teachers 0 0 0 0 0
Ability to stimulate and excite
the students 0 0 0 0 0
General intellectual, cultural
interests 0 0 0 0 0
Interest in preparing students
for professional specialisation 0 0 0 0 0

We'd like to Maw yourideas and reactions about some of the University counseling
services.

39. First, with respect to academic advisors, how satisfied have you been with the
academic advisory situation here at Michigan? (CHECK ONE)

0 Very satisfied

0 Fairly satisfied

0 Fairly dissatisfied

0 Very dissatisfied

If you've.been.at ill dissatisfied, what are the main :masons for your
dissatisfaction?

Elms

-.434-
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Turning to Vocational Counseling -

40. Have you experienced any vocational problems during your years at Michigan -
e.g., confusion about what you want to do, uncertainty about your aptitude for
particular occupations, concern over differences with your parents about your
occupational interest - about which you feel you should or would have liked
to talk to someone? (Check one)

C3 Yes

C3 No

(IF YES) What was the nature of the problem?

CP;

eX. Have you ever discussed vocational plans or problems with any of the following?
(Check yes or no for each person listed)

Yes No

Faculty advisor 0 0
Another faculty member 0 0
Vocational counseling service 0 0
A psychological counselor at the Student Health

Service 0 0
Other (please specify) 0 0

42. All in all, how do you feel about the assistance (or lack of assistance) in
thinking through your vocational plans which you have received at Michigan -
*from teachers, counselors, deans, etc? (Check one)

O VerY dissatisfied

0 Somewhat dissatisfied

O Fairly satisfied

. 0 Very satisfied

0 Have not needed any assistance

"*

-435-
.

4 51



-25-

How about personal counseling -

43. NAV, you ever had occasion to use psychological counseling services provided
om this campus? (Check one)

O Yes (ANSWER QUESTIONS 43. THROUGH 43d)

o No (SKIF TO QUESTION 44)

(IF YES) 43a. Which services did you use?

<Mr

43b. About how much have you used these services during your college
career here? (Check one)

0 Just MO or two visits

0 More than two but less than ten visits

CI Over ten visits

43c. When did you use these services? (Check all that apply)

0 First year in college

CI Second year. .

CI Third year

0 Fourth year

43d. Now do you feel about the assistance (or lack of assistance)
you received? (Check one)

0 Very satisfied

0 Fairly satisfied

0 Fairly dissatisfied

0 Very dissatisfied

CO ON TO QUESTION 44
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Soma questions now on your overall reactions to Michigan.

44. For many people college is a very t4g and new experience - an eye-opener, a
move into a new world, a discovery of new ways of thinking, feeling, looking
at the world. For others, college is not so big or new an experience - it's
pretty much like the life they have known all along. How "big" and "new" an
xperience has college been for you? (Check one alternative. If none of the
alternatives really expresses what your college experience has been, check
"other" and write in your comments.)

O Very big and new - everything about college was new to me

O Fairly big and new - opened many new experiences for me

n Not so big or new - I have found some new experiences here, but in many
'7' ways college has been a continuation of my life before college

O Other (please specify)

45. As you think over your life here at Michigan. how satisfied are you that you
cams to the University of Michigan rather than to some other school? (Check
one)

U Very satisfied with my choice of Michigan

0 Fairly satisfied

0 Fairly dissatisfied

o Very dissatisfied

46. HaVe you had the experience in college of 4iscovering you could do something
yOu weren't sure you could do, something that came somewhat as a surprise to
you and pleased you a great deal? (Check cne)

O yes

O No, not really

(IF YES) Could you describe what this was?
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47. People have different ideas about what they hope to achieve in collate. We

would like to know what you feel are the important things to get out of

college. Please indicate how important each of the following ideas is to

you, according to this scheme:

Write in 4+ if the idea is of great importance

Write in + if the idea is of moderate impoitance

Write in 21f the idea is of little or no isportance

.11MINIMI
Getting prepared for marriage and family life

Thinking through what kind of occupation and career I want and develop-

ing some of the necessary skills

Waving fun; enjoying the last period before assuming adult responsibili-

ties

Exploring new ideas - the excitement of learning

Establishing meaningful friendships

Finding myself, discovering what kind of person I really want to be

Opportunities to think through what I really believe, what values are

important to se

Developing a deep, perhaps professional grasp of a specific field of

study

PLEASE
Ilf.AD 47a. Now, go back and look at those that you rated +4.. Put a "1" in

CAREFULLY front of the one that is most important to you, and a "2" in

front of the one that is second most important.

-438-
4.51
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48. Now we are interested not in what you want in a college experience but what
you feel you have achieved and been Riven in your colleee_vears. Here is the
some list of items again. This time we would like you to indicate how much
you feel your years in college have given you or helped you achieve each of
the following:

In the space preceding each item write:

4+ If you feel your years in college have given you a great deal
in this area

+ if you feel your years in college have given you something in
this area

0 If you feel your years in college have given you little or
nothing in this area

- If you feel your years in college have actually hindered you
in developing in this area

Getting prepared for marriage and family life

Thinking through what kind of occupation and career I want and develop--
ing some of the necessary skills

Having fun; enjoying the last period before assuming adult responsibili-
ties

Exploring new ideas - the excitement of learning

Establishing meaningful: friendships

Finding myself, discovering what kind of person I really want to be

Opportunities to think through what I really believe, what values are
important to me

Developing a deep, perhaps professional grasp of a specific field of
study
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49. On every college or university campus students hold a variety of attitudes about

their own purposes and goals while at college. Such an attitude might be thought

of as a personal philosophy of higher education. The following paragraphs are
descriptive statements of four such "personal philosophies" which there is reason
to believe are quite prevalent on amserican college campuses. AA you read the

four statements, attempt to determine how close each comes to your. own philosophy

of higher education.

PILIIDSOPHY A: This philosophy emphasizes education essentially as preparation

for an occupational future. Social or purely intellectual phases of campus life

are relatively less important, although certainly not ignored. Concern with

extracurricular activities and college traditions is relatively small. Persons

bolding this philosophy are usually quite committed to particular fields of

study and are in college primarily to obtain training for careers in their

chosen fields.

PHILOSOPHY B: This philosophy, sdhile it does not ignore career preparation,

assigns greatest importance to scholarly pursuit of knowledge and understanding

wherever the pursuit may lead. This philosophy entails serious involvement in

course work or independent study beyond the minimum required. Social life and

organized extracurricular activities are relatively unimportant. Thus, while

other aspects of college life are not to be forsaken, this philosophy attaches

greatest importance to interest in ideas, pursuit of knowledge, and cultivation

of the intellect.

PHILOSOPHY C: This philosophy holds that besides occupational training and/or

scholarly endeavor an important part of college life exists outside the class-

room, laboratory, and library. Extracurricular activities, living-group func-

tions, athletics, social life, rewarding friendships, and loyalty to college

traditions are important elements in one's college experience and necessary to

the cultivation of the well-rounded person. Thus, while not excluding academic

activities, this philosophy emphasizes the importance of the extracurricular

side of college life.

PHILOSOPHY 0: This is philosophy held by the student vho either consciously

rejects ccommunly held value orientations in favor of his own, or who has not

really decided what is to be valued and is in ssense searching for meaning in

life. There is often deep involvement with ideas and art forma both it the

classroom and in sources (often highly original and individualistic) in the

wrisler society. There is little interest in business or professional careers;

in fact, there may be a definite rejection of this kind of aspiration. Many

facets of the college--organized extracurricular activities, athletics, tradi-

tion:, the college administrationare ignored or viewed with disdain. In
short, this philosophy may emphasize individualistic interests and styles, con-

cern for personal identity, and often conteumt for many aspects of organized
society.
Please rank these four statements according to the accuracy with which each por-
trays your own point of view. Assign a "1" to the most accurate (i.e., the one
that is the best description of your point of view), a "2" to the second most
accurate, etc. Be sure to assign a different rank to each "philosophy."

Philosophy A
Philosophy B
Philosophy C
Philosophy D
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SO. Have you had the experience at the University of someone - a professor, fellow

student, anyone else - directly challenging a very important belief of yours?

(Check one)

0 Yes

CD No

(IF TES) Choose a particularly critical instance of this and:

50a. Give the name of the person who challenged your belief. Also

indicate his position, such as teacher, friend, etc.

Name Position

50b. What was it about? Indicate what your belief was and the position

this person took.

50c. What mas the outcome - what happened to your belief from this
experience?
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51. College sometimes brings a change in ideas, beliefs, or values--such things

as religious beliefs, political beliefs, ways of viewing people. Do you think

you have changed in things like this? (CIECK OR)

o Hav changed a great deal

o Have changed somewhat

o Have changed a little

CI Haven't changed at all

52. What about more personal kinds of changes--not just particular beliefs and

values, but changes in the kind of person you are, the way you see or feel

about yourself-have you changed in things like this? (CHECK ONE)

o Have changed a great deal

o V* changed somewhat

o Have changed a little

o Haven't changed at all

-442-
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53. In addition to soma of these general kinds of changes, we're interested in

sous of the more specific influences the college experience may have had for

you. As far as you can judge, to what extent has the college influenced you

in sit of the following? (Circle the appropriate number.)

m. Clarity of occupational plans:

5 4 3 2 1

Ruch more somewhat no change somewhat much less clear

clear clearer less clear than wben I
entered college

b. !tub habits:

5 4 3 2 I

much somewhat no change somewhat much worse than

better better Worse when I entered
college

c. Interest in art and music:

5 4 3 2 3.

marked BOOS no change somewhat much less than

increase increase less when I entered
college

d. Ambition:

5 4 3 2 3.

marked some no change somewhat much less than

inmase increase less when I entered
college

a. Excitement and enthusiasm about learning:

5 4 3 2 I

much more somewhat no change somewhat much less than

more less when I entered
college

1. Interest in politics and world affairs:

5 4 3 2 1

marked some no change somewhat much less than

. Increase increase less when I entered
college

g. Concern about social issues and problems:

5 4 3 2 1

much somewhat no change somewhat much less than

greater greater less when I entered
college

(CONTINUED ON NEXT PAGE)

-443-

459



53, (Coni)

h. Self-confidence:

5 4

-33-

3 2 1

marked
increase

i. Clarity about

5

some no change
increase

the aeneral direction I want

somewhat

less

much less than
when I entered

college

to take in life, life goals:

4 3 2 1

much
clearer

sosewhat no change
clearer

somewhat

less

j. Attitude toward traditional religious beliefs:

5

much
greater
acceptance

4

somewhat
greater

acceptance

3

no change
2

somewhat

less
acceptance

much less clear
than when I

entered college

much less
acceptance of
traditional

religious beliefs

k. Interest in belonging to a formal religious institution:

5
such
greater
interest

4 3 2 1

somewhat no change
greater

interest

somewhat

leas

intereat

1. Attitude toward sexual standards and values:

5

much more
traditional
and con-
servative

4

somewhat
more

traditional

and con-
servative

3

no change

2

somewhat

more
liberal and

nontraditional

m. Attitude toward fraternities and sororities:

5

much more
positive

4

somewhat
MOre

positive

n. tolitical attitudes:

5 4
much more somewhat

conservative more con--
servative

o. Attitude toward *arsine:

5

much more
positive

4

somewhat
more

positive

3

no change

3

no change

3

no change

-444-

2

somewhat
more.

negative

2

somewhat

more
liberal

2

somewhat
MOM

negative

much less
interest in

formal religious
membership

1

much more
liberal and

nontraditional

.4

1

much more
negative

1

much more
liberal

1

much more
negative
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54 In the list below are some experiences or situations which college students

often describe as crises or problems during the college years. You may have

eacciuntered some of these situations or problems during your life at Michigan.
For each situation, please consider how much of a crisis or problem it has

been for you. (Check one alternative for each statement.)

a. A difficulty learning
regular study habits

b.. A feeling of being "lost"
at Michigan because it
seemed so big and imper-
sonal

c A questioning of my
academic abilities -
not doing as well as I
bad expected

d. A fear of academic
failure - where I went
(or was on the verge of
going) on academic pro-
bation

e. A difficulty in "finding"
myself in the sense of
personal meaning and
identity - where I was
beaded, what I was
seeking in life

f. A difficulty in arriving
at a vocational decision
deciding what occupation
I wanted to go into

A psychological problem,
an emotional upset

h. A disappointment in a
relationship with the
opposite sex - a hurt,
rejection, loss

i. A problem 'in m.. relation-
ship with my parents

Some family crisis like-
death, divorce in the
family .1.

A financial problem -

S.

j.

k.

A crisis
that

bothered me
a treat deal

A problem
that

bothered
me

I had this
experience, I haven't
but it didn't had this
bother me much experience

0

0

0

0

D

0

0

0

0

0

0 0

o

diffiailty in managing 0 0 0 0
financially

(CONTINUED ON NEXT PAGE)
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1. Some trouble with the
police, disciplinary
agents of the University

116 A disappointment in
having too little real
contact with the faculty

s. An inability to find
individtials or groups
who were really con-
genial and with whom I
felt happy

o.. A disillusionment about
ftlembOhip or a friend

p. disappointment in
rushing, not receiving
a bid to the house I
wanted to pledge

q. A feeling of isolation
or loneliness

r. The shock of meeting
people who seemed to
know so much more than
I, who were more cosmo-
politan or had been
around so much more
than I

s. A questioning of my
religious faith or
beliefs

ti A questioning of my
.peromtal standards from
meeting people with very
different standards - of
ways to act, sexual

.' standards, moral behavior

rCAoLEASS

READ

REFULLY

AP'

A crisis
that

bothered me
a treat deal

A problem I had this
that experience, I haven't

bothered

bt:te:tm:11t2 et::rrel:eMs

0

0

0

0

0

0

0 0 0

54a. Now, please go back and look at those that pru checked in one of the
first two columns "A crisis that bothered me a great deal" or "A
problem that bothered me." Please circle the letter in front of
those statements that still bother you at the present time - that
are still problems for you.

-446-
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55. When people are worried or troubled or have critical personal decisions to

make, they sometimes talk it over with somebody - with family, friends, or

other people. During your college years, when you have been faced with

personal concerns and decisions - ones which have mabeen directly connected

with your academic performance - have you talked them over with the following

people? (Check one alternative for 2g person listed)

Yes,
once No, but

or I would

twice if needed

No, would
never take
a personal

problem here

Mother

Father

Boyfriend or girlfriend

Friend(s) at Michigan

Friend(s) not at Michigan

My faculty adviser

Another Michigan faculty member

My residence director, adviser,

or counselor

Staff in the Office of Student

Affairs

University Health Service for

personal counseling

University Vocational Counseling

Professional, not at the University
of Michigan - e.g., family physician,
psychiatrist, social worker

Minister, priest, or rabbi

Yes,
several
times

0
0
0
0
0
0
0
0
0

0
0

0

0

0
0
0
0
0
0
0
0

0

0

0

0

0

0
0
0
0
0
0
0
0

0

0

0

0

0 0

TURNING NOd TO SOME OF YOUR PLANS AND EXPECTATIONS ABOUT LIFE AFTER COLLEGE -

56. First, as you think of your future life, what is your picture of the way

you'd like life to work out for you?

-44 7-
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57. We're interested in the importance yon feel certain areas of life will have

for you. People differ in the impor ace they attach to different areas of

life. For some people, for example, an occupation becomes the central aspect

of life, major focus for their energies and a major source of gratifica-

tions in life. For other people, major focus may be given to being a parent,
participation in community or national affairs, involvement in the world of
art or music, etc.

Vbea you think of your life after college, how important do you expect each
of the following areas will be to you?

Write in 3 for crucially important - I want my
around this area of life

Write in 2 for vim important - I want to have
in this area of life

Write id for meortant - but I want my major
other areas of life

.
Write in 1 for little, or ,no importance

Career or occupation

life to center

a major focus

investments in

leligiouabeliefs or activities

Merrier, relationship with my tusband (wife)

Being a parent, relationship with children

Relationship with other family members - parents, other relatives

The world of ideas, the intellectual life

Friendships

Participation as 2 citizen in the affairs of my community

The world of art and music, the aesthetic life

Involvement in activities directed toward national or international

betterment
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58. What class are you in?

o Freshman )

O Sophomore)
) ANSWER QUESTION 58a

Junior )

Senior )

Graduate or professional school (ANSWER QUESTION 58b)

58e. (UNDERGRADUATES) In what trimester and year do you expect to graduate?

trimester year

5. .(GRADUATE AND Are you studying for an 6Jvanced degree?

PROFESSIONAL
SCHOOL) CD Yes

CD No

(IF YES) What degree?

In what field?

IF YOU ARE A SENIOR EXPECTING TO GRADUATE THIS TERM OA NEXT SUMMER OR FALL, GO

TO QUESTION 59. ALL OTHERS SKIP 10 QUESTION 69 ON PAGE 42.

59. Where do you expect to live next year? (Check one)

O At home with my parents

o In or near my home town, but not with my parents

CI Somewhere else (please specify)

-449-
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GO. What do you think you will be doing next year, after you graduate? (Check

the iten which describes what you will doing next year. If you expect to

be doing two things simultaneously, check both. If you are considering more

that one Alternative plan, check all that you are considering and double check

the am that you will met probably do.)

Working full tius at a type of job I expect to be my long-rtm career

field. (Plitase specify what kind of work you will be doing.)

Military service

Notting full time at a job which will probably Ea be ey long-rtm career

field. (Please specify what kind of work you will be doing.)

Nousewife

Graduate study in a arts and science field (physical science, biological
science, social science, humanities, etc)

Graduate study in a professional field (lam, medicine, engineering,
**location, agriculture, social work, etc)

Other (please specify)

61. Now deflaite are these plaas for next year? (Check one)

o Quite definite

13 Fairly defiaite, but subject to change

1:3 Quite indefinite

tr too 'ma TO GO TO A GRADUATE OR PROFESSIONAL SCHOOL tan YEAR, ANSWER QUES-

TUNS 62 TIM= 67.

IF Ton Do igi EXPECT 10 GO TO A GRADUATE OR PROFESSIONAL SOIOOL NEXT YEAR (OR IF
IOU AXE UNCERSAIN MOM TOUR PLANS PM NEXT MI) SKIP TO QUESTION 68 ON PAGE 41.

/01 SENIORS MUTING TO GO TO GRADUATE OR PROFESSIONAL SCHOOL NEXT YEAR.

62. What will be your field et sktady?

-450-
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FOR SENIORS EXPECTING TO GO TO GRADUATE OR PROFESSIONAL SCHOOL NEXT YEAR (Cost)

63. Kw certain are you that this will be your field of study?

O Quite certain

O Fairly certain, but possibly subject to change

O Fairly uncertain

64. Which degree or degrees do you plan to get? (Check ail that apply)

O M.A. or H.S.

O Ph.D.

O M.D .

o
o

LL.B.

Ed.D.

O Don't plan to work for a degree

O Other degree (please specify)

o Not certain what degree / will go for

65. Have you applied (or have you been nosinated) for financial support (scholar-

ship, fellowship, teaching or research assistant, etc) for your graduate

studies? (Cheek one)

o nes

no

(IT US) What have you applied or been nominated for?

66. Have you applied for admission to any graduate or professional schools?

0 Yes

O tio, not yet

(II US) What schools have yo%. applied to? (If sore than one, please list

thee in order of your preference)

-451-
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POR SIMEDDRS EroscriNG TO GO TO GRADUATE OR PROFESSIONAL SCHOOL NEXT YEAR (Cont)

67. In terms of your finances during the next academic year when you are in
graduate or professional school, from which of the following sources do you
expect to receive $200 or more? (Check all that apply)

O Full time job

O Part time job other than teaching or research assistantship

Taaching or research assistantship

O Fellowihip or scholarship

O National Defense Education Act Loan

o Other loan

O Parents or relatives

o Income from spouse's employment

O Other (pleue specify)

SKIP TO QUESTION 73

/OR SKIGLORS NOT EXPECT/NG TO GO TO GRADUATE OR PROFESSIONAL SCHOOL NEXT YEAR

68. Mich of the following best explains why you would not go to graduate or
professional school next year? (Check all that apply)

o Ko desire to do so

ID Can get a desirable job without further schooling

O A. %mute about what I want to study
My academic record in college was not good enough

O Financial obstaclu

O Tani ly responsibilities

O / want to get practical experience first

o I am not sure / have the necessary abiiity

O / would rather get married

O I lack the necessary undergraduate course prerequisite*

o I'm tired of being a student

o Graduate work is not relevant to my personal or occupational goals

0 Military service

o Other (please specify)

GO TO QUESTION 69.
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POI NON-SSNIORS AND SENIORS NOT EVECTING TO GO TO GRADUATE OR PROFESSIONAL SCHOOL
NEXT YEAR.

69. Do you expect to continue your education in a graduate or professional school
some tins la the future?

o Definitely yea.,_

o Probably
-"ANSWER QUESTIONS 70 THROUGH 72

o Probably not,.._

o DefinitelySEIP TO QUESTICO 73

o Don't know

70. In what year do you think you will start going to graduate or professional
school?

71. What will be your field of study?

n. Raw certain are you that this will be your field of study?

o Quite certain

o Pair ly certain, but possibly subject to change

O fairly uncertain

1111 POLLOWING QUESTIONS ARE TO SE ANSWERED SY EVERYONE.

73. Nave you decided what occupation or type of work you expect to enter after
you have graduated or emplaced any further training? (Meek one)

o Yea, and very sure of ny decision

O yes, sod fairly sure

o Yes, but not at all sun

O No, undecided among 2 or 3 choices

O No, don't really know what I want to do

CI No, rie not really interested in an occupation; I's just interested
nattiage ad a family

-453-
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74. Please describe as specifically as you can, the occupation or type of work you

think you will enter. (If you are uncertain about your work decision, answer

in terms of the occupation you would probably choose if you had to make a

decision now.)

(For Inatome, if possible, don't just say "Go into TV"; instead, please

specify whether it is TV production, acting, directing, etc.

Or, don't just say "Business"; instead, please specify whether it is a family

business, owning your own business, business management, size of company;

whether you are considering some specialized aspect of business such as

"public relations," "auditing or accoteting," etc.

Or, if you're interested in government, please specify what department

(foreign service, labor, tc) and whether you're thinking of elective office

or government service, etc

Or, if you're interested in "teaching English," please specify what level of

teaching (high school, college, etc), and whether it is only teaching or a

combination of teaching and research, or teaching and creative writing, etc).

MEM SHOULD AMU THE MAIMING QUESTIONS ABOUT OCCUPATIONAL CHOICE. IP YOU

UNCUTAIN ABOUT YOUR CHOICE, ANSWER III TERMS OP THE OCCUPATION YOU WOULD

MOLT CHOOSE IF YOU HAD TO HAKE A (*MIMI tiOW.

73. Which of the following statements comes closest to describing hav you decided

on this occupation? (Check one)

O I thought about it a great deal, weighing the pros and noes before arriving

at a decision

O I dida't really think a great dial about it - but felt pretty sure it was

something I wanted to do

O I didn't think much about it - I pretty such just drifted into it
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76. How loos have you felt that this is something you wanted to do? (Check ode)

O A. far back as I can remember

1:1 Since my grammar school days

o Since my high school days

0 Since my freshman year in college

o Since ray sophomore year

0 Since my junior year

O Since my senior year began

77. How much do you feel that this type of work ex:Tresses your particular talents

and interesfs? (Check one)

O It's a unique expression of my
talents and interests - more so than any -

thing else I can think of

O It's a good expression of my
talents and interests - but there are one or

two others that would be as good or even better -

O It expresses my talents and interests - but there are severe/ others that

mould he as good or even better

O It's not a particularly good expression of my talents and interests

71. Mow would you evaluate your own ability or skill for doing this kind of work?

O I's absolutely sure about my
ability, I don't have any doubts at all

C.1 /Niverv sure I have the ability to do this kind of work

O ra,tairly sure I have the ability

O I have some doubt about my ability, but it's probably adequate to do this

kInd of work

-455-
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79. How important would you say the following things are in your decision about

whether to go into this kind of work?

NOT EVERYTHING SHOULD BE CRUCIALLY IMPORTANT. BE SURE YOU LET US

KNOW THE ONES THAT REALLY COUNT FOR YOU.

a. This occupation is a very
respected one in our society

b. This occmpation provides many
opportunities for advancement

c. In this occupation I will not
have to work under very high
pressure

d. I didn't really know much about
others; at least I knev more
about this that others

a. This occupation is a unique fit
with my abilities and skills -
lets me do the things I can do

best

1. This occupation is a unique
expression of my interests,
something I really like

g. This occupation gives ma a chance
to mortise leadership and
responsibility

b. This occupation gives me a chance
to bs helpful to others and/or
useful to society in general

In this occupation I can be
creative and original

This occupation promises a secure

Suture

This occupation brings a good
salary - the income is high

Ibis occupation leaves me rela-
tively free of supervision by
others

116 This occupation gime me a chance
to work with people rather thin
things .-

. -

a.. This occupation allows me to run
a household at the same time

.

Not too Fairly Very Crucially

Isoortant Lscu:talL. Important Important

0
0

0

0
0

0
0

0

0

o 0

0 0 0

0 0 0

0 0 0
0
0

0

0 0 0

$O. Look back st this list.

pick out the one thin& that is most important
to you. Write the letter here. HOST IMPORTANT THING

jam, pick out the one thin& that 1 Second most

igUatiOno
SECOND HOST IMPORTANT
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81. How about the setting - like working for yourself, in a big company, in a
government agency. Do you have a picture of the kind of setting you'd like
to vork in, or are you not sure about that? (Check one)

O Yes

O Nm, not sure

(IF YES) What kind of setting would you like?

Why mould you like that?

I -.

82. Sometimes people feel their actual plans are the result of some kind of
compromise with what they really vent to do. What about you? Does your

occupational Choice represent a compromise at all? (Check one)-

0 No, lt does not represent a compromise

O Yes, it's a bit of a cospromise for as

O Tee, it's very much a compromise kir me

(IF ISS) What kinds of things made the compromise necessary?

What other occupation(s) would you like it this compromise were not

necessary?

r



A
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To what extent was each of the following people important in your decision
about whether to go into this kind of work? (Please check one alternative
after ash of the people listed below)

Of Crucial Very Fairly Not Too Not at All
Lftallas_ne Imortant, Important Important Important

Father

Mother

Srother, sister, other
relative

ill& school teacher or
advisor

My official faculty
advisor

Other Michigan faculty

Administrative staff at
Michigan (residence coun-
selor, staff in the Office
of Student Affairs, etc)

Friend(s) not at Michigan

Priend(s) at Michigan

Someone in this occupation
(Please specify who)

0
0
0

0

0
0

0

0
0
0

0
0

0

0

0

0
0
0

0

0
0

0

0

0
0
0

0

0
0

0

0
0
0

0

0
0

0

0

0
0
0

0So= other person (Please
specify who)

114. Which of the following statements best describes your position regarding an
occupational choice when you entered Michigan? (Check one)

O I bad the same choice I do now

CI I was =decided then and I still as

o I didn't have a choice then but I do now

CI I bad a choice then but I have a different one now

o I bad a choice then but I as undecided now

CONTINUED ON NEXT PAGE
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84. (ant)

If your current decision differs in any way from how you felt when you entered
MI4higan, could you give some of the reasons for why you changed?

85. What part would you say your parents played or are playing in helping you to
make or think about an occupational choice? (Check one alternative for
father and one for mother)

His (her) opinions have been the major influence - I've
pretty much accepted his (her) opinions about an occupa-
tional choice

He (she) has played a critical role in my thinking
about this - is really helping me think this through

H. (she) have played a supportive, encouraging role -
has been interested, but I am really thinking this
through myself

H. (she) has had very little to do with this

He (she) has been really against my decision

Parent deceased

some questions about marriage.

Father Mother

o 0

O 0

86. How do you feel about marriage - how certain are you that you want to marry
someday? (Check one)

O Very certain

O Fairly certain

C:k Fairly uncertain

o Very uncertain

O I as already married
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87. What do you think will actually
happen-4o you think you will marry some day?

(CHED:ONE)

O Tee, certainly

o Tes. probably

J.

CI Hight or might not marry

o Still probably not merry
;

O I am already married

U. Can you imagine yourself as a person who never marries? (MICK ONE)

O Tee

o No, not really

O I am already married

89. How-would you describe the kind of person you want to marry? What are the

characteristics or
qualities you think are most importmnt to ymu in the person

you marry? t - tr.!

90. Are you now ..-

(MMICKCOE)

O Married

o En Pled

(GO TO Q. 91:

O Going steady but not formally engagod/

O None of the above
(SKIP TO Q. 98 ON PAGE 51)

QUESTIONS 91 MOOCH 97 REFER TO THE PERSON TO WHOM YOU ARE MARRIED,

ENGAGED OR WITH WHOM YOU ARE GOING STEADY.

91. In what year did you first meet?

-460-
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92. Vas he or she ever a student at the University of Michigan? (CHECK ONE)

O l'es, is a student at Michigan now

O Yes, was a student at Michigan but is not now

O No, never was a Michigan student

(EP IS OR BUR VAS MICHIGAN SIMMS!):
vas be or else at Michigan?

What is his or her sass, and lean

TSARS AT MICHIGAN
NAME Bal

93. Moore dId you seet? (CINDME ONE)

O At the University of Michigan (PLEAS! SPECIFY WHIRS--R.G., FRENCH CLASS,
PARTE AT A FRIEND'S NOUSE, AT A)MING OF ORGANIZATIONY

O Sessebere else

94. What is la or she dotag now? (CIRCE ALL MT APPLY)

O Vetting (PLEASE SPECIFY TIlE OF KIM)

O Atteeding school (MAW SPECIFY NAIM OF SCHOOL, CLASS LEM, AND malDap OF STUDY)

O Military

O Mousewife

O Other (PISA= MICIFY)

91, Mist are his or her occupational plans for the future?

N. Mere is ha or she living now? (CHICKO(E)

O Amm Arbor

Stmewhere else (PLEASE SPICIFY)

-461-
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97. Where do you plan to live when you settle down?

O In or near my home town If you are both from the same home town

0 In or near his o her home and plan to settle there, CHECK BOTH BOXES
r town

O Somewhere els* (PLEASE SPECIFY)

THE FOLLOWING QUESTIONS ARE FOR EVERYONE

98. If things worked out the way you wanted, when would you like to get married?
(CHECK ONE)

O As soon as possible

O One or two years from now

O 3 or 4 years from now

O 5 to 10 years from now

0 Dore than 10 ?ears from now

O Don't want to get married

O Am already married

99. Row soon after you get married would
(CHICK ONE)

O AS soon as possible

0 One or 2 years after marriage

O 5 or 4 years after marriage

.0. 5.to 10 years after marriage

0 Wore than 10 years after marriage

O Do not want to have children

yoU like to start haVing children?.

. . . .

If you do want to have children, how many children would you like to have?

QUESTION 100 IS TO BE ANSWERED BY MEN ONLY

QUESTIONS 101 THROUGH 104 ARE TO BE ANSWERED BY 40MEN ONLY

100. GEN ONLY) How would you feel about marrying a woman who has her own career?
(CHECK ONE)

O I would like the idea--I think it's a 'good idea for a woman to
combine marriage 'and a career

O It would be all right -- although it might cause some problems

O I would not like the idea -- I donrt think it's a good idea, for
a woman to combine marriage and a career

O It wouldn't matter to me one way or the other

(CONTINUED ON NEXT PAGE)
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100. (continued)

100a. Why do you feel this way?

(SUP TO QUESTION 105)

101. (kiWI aUX) Do you expect to work after you get married, before you have
children? (CHECK ONE)

O Tea

0 no
o Uncertain

102. (110/001 ONLY) if you do have children, do you moot to work after you have
children? (CHECK CUE)

o Tea

Uo

O Uncertain

102s. What would lc your major reason for wanting (or not wanting) to work
after you have children?

10$.. (NOM MILT) if you do go back to work after you have children, when would
you expoct to go--we man, to a job that would take at least 15 or 20 hours
a week? (CHECK ONE)

O Soon after the children are born

O When the children reach nursery school

.0 When the.children reach kindergarten or first grade

0 Wheathe chithen'go into junior high school

O Mon the children go intr.-high school

.0 Mon the children go into college

O Mon thelthildren leave lions

b.DD not expect to work after I have children



104. (WOMEN ONLY) Do you feel any conflict between a desire for marrlage and a
assert (CISME:ONE)

#.

0 Yes, 7. feel strong conflict

O Teo, I feel some conflict

O No, I don't really want to get married

O No, I don't really want a career

O No, I want both, but I feel no conflict

FOR EVERYONE

NON, SONE QUESTIONS ABOUT YOUR OWN INTERESTS, ATTITUDES, AND BELIEFS

135. First, we would like you to think about yourself and how you might describe
yourself as a person. On the next page are some characteristics used by many
people in describing themselves. Each characteristic is represented graphically
by a scale.

PLEASE INDICATE THE LOCATION ON EACH SCALE WHERE
YOU PRESENITY PICTURE YOURSELF BY AN: X. xi .;

If you feel that one or the other end of the scale is extremely related to
what you are like as a person, place your X as follows:

warm X : : cold

or

ware : X cold no

If osa end is Quite closely related to what you are like as a person, X as
follows:

. .

Were X : cold

or

Wink : X : cold

If One end is only slightly related io what you are like as a person, X as
follows:

ware : :

or

Merle : X :

cold

4.1

cold

If both ends of a particular scale seem not at all relevant to what you are
like as a person, or if both ends of the scale seem equally relevant, place
your X in the middle: (PLEASE USE THIS CATEGORY ONLY WHEN YOU FIND IT COM-
PLETELY IMPOSSIBLE TO X EITHER SIDE OF THE SCALE)

Please do not be concerned with the way your answers would be judged by others;
this is completely irrelevant here. Remember, you are describing yourself
to yourself7-not to othei people. The only requirement is that you be honest
with yourself.
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105. (continued)

-54-

MISELP AS A PERSON

Please be sure to check each scale with an X

social : : : : : : solitary

free : : : : : : constrained

sasculine : : : : : : feminine

handsome : : : : : : plain

rigid : : : : t : spontaneous

religious : :...---: : : : agnostic

soft : : hard

Impulsive : : : : : : deliberate

interested in others : : : : : : interested in self

politically conservative : : : : : : politically liberal

strong : : : : : : weak

closed : : : : : : °pew

sensitive : : :-: : : insensitive

happy : : :-: : : unhappy

rely on own opinions : . : : : : rely on others' opinions

conventional : : : : : : unconventional
..........

artistic : : : : : : inartistic

clever : : : : : : not clever

active : : : : : : quiet

relaxed : : : : : tense

anxious : : : : : confidant-----

competent : : : : : : not too competent

happy go lucky : : : : : : serious

successful : : : : : : not too successful

depend on others : : :-: : : others depend on me

warm : : : : : cold

intellectual : : : : : nonintellectual

practical : : : : : : a dreamer

-465-
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106. Mcst people are neither completely satisfied nor dissatisfied with themselves.
They're satisfied with some things about themselves and they'd like to change
in certain ways.

First, please go over the list of characteristics presented on page 54 and pick
out the three or four that you are most satisfied with - the things that you
feel are your particular strong points. Write these characteristics down in
the spaces that follow. Remember that the characteristics are to come from
the list presented on pate 54.

i am particularly satisfied with how

MI6

MOTE: IN THIS QUESTION AND IN QUESTION 107 BELO., IF YOU FEEL THAT THE "THREE
OR FOUR" TICURE IS =ARBITRARY, FEEL FREE TO WRITE DOWN MORE OR FEWER
COARACTERISTICS.

107. Mow, sp over the same list on page 54, and pick out the three or four char-
acteristics that you are most dissatisfied with, the things youleould most
like to change about yourself. Write these down in the spaces that follow.

I would like to be more

and than I am.
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100. If you let yourself go and really dream, which of the following would you
rather be? (RANX THE =THAT YOU WOULD MOST WANT TO BE, PLACING A "1"
IN FRONT OF THR ONE YOU VANTMDST, AND A "2" AND "3" IN FRONT OF YOUR NEXT
ND CHOICES)

M=11111

Very beautiful (handsome) and attractive to the opposite sex

Very riCh - from a rich family

Famous for my work, some outstanding achievement

simple person - able to live a life of daily enjoyment, without needing
any great peaks, but at the same time never hitting any low depths

creative person, richly gifted with talent, emteazativeness, au
original view

person of extraordinary social poise, completely at ease in any social
gathering

A leader, an influential person

109. To what extent do you feel that a person should try to become close friends
with others? (CHECK ONE)

1

[3 I. self-sufflcient and don't form close ties with anyone; oils doesn't get
hurt that way

C3 Form close ties with only a few people who are really understanding and
ems be trusted

0 Become close friends with anyone you trust; a lot of people can be truuted
but a lot cannot

0 Try to become close friends with all the people you know; most people wilf
be loyal friends if they know they are trusted, though a few may take
advantage of such trust

ID Let people know you trust them and want to be close friends with them;
they will respond in kind

110. Assuming that they were both nice people, would you rather spend time with
a person who is very much like you (in interests, viewpoints, and life-
experiences), or with someone who is different, who looks at things from a
.different perspective? (CHECK ONE)

C3 Very Rua prefei-the'one who is similar to me

0 Sneewhat prefer the one .!ho-is similar to me

-0. Somewhat prefer the one who is different from mi
.

0 Very much pkefer the one who is different from me

.1

lf.A.
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111. In the list below are sow of the problems and issues which college students

most often mention as sources of concern to them, the things they think about

a lot. For each statement, pleue consider how much you have thought about or

been concerned about the issue during the last year or two. Check one

alternative for each statement.

Sou- A
Very what little Not at

con- con- con- all con-

cerned cerned cerned tensed

M
:

OUT WORK
;

a 1. .q

a. Deciding on a vocation - will I be able

to find any work that will really 0 0 0
interest for ay whole life

b. Do I have what it takes to succeed in

the world

ABOUT FRIENDS AND SOCIAL SUCCESS

c. Popularity - will I be socially
successful, be accepted by the groups

I want to get into

. .413 .

r
:

0 0
..:1; . . 1

d. Getting along with membars of the
opposite sex - will I be able to hold 0 0 GO. 0
the interest of boys (girls) I like

es Sexual standards - deciding what my
own standards are or should be

Anon Lon AND MARRIAGE

f. Whether I will get serried - find

someone I love and want to marry who 0 0
wants to marry WI

0 0 0
g. Whether I can have a happy and stable

marriage

h. Whether anyone could love me enough

to want to marry me

1. Whether I am capable of consistent

and continuing love for one person

NIITHCLIVG CHILDREN

j. Whether I want to have children

k. Whether I can accept the responsibili-

ties of being a parent

I. Whether I can raise happy and heelthy

children

-468-
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111. (Cone)

own ME FAMILY

a. Getting along with my parents - the
fact that I have problems with my
parents

MOUT MYSELF

n. Problems of concentrating - the fact
that I aa restless and bored, unable
to concentrate for very long

o. feeling that I aa always acting,
n ever being true to syself or being
myself

p. Whether I am developing normally

q. Social sensitivity - a feeling that I
g et hurt too easily

r. Waving a bad temper, the fact.that I
get angry too often and too easily

a. The fact that I don't seem to want to
gVOW U p

Very

con
tused

Some-
what
con-

eermed,

A
little
con-

rerned

Not at

all con-
corned

0 0 0 0

0 0.0 0

0 0 0 0

0 0 0

0 0 o 0

0 0 0 0

0 0 0 0

112. Row much have you thought about the questions, "Who am I? What do I went?
What will I become?"? (CHECK ONE)

0 great deal;this is the thing I chink about most

C3 I think about it quite frequently

0 Rarely, only occasionally

0 !lot at all --I have always taken mycelf pretty much for granted

113. Bow self-critical are you--how often do you have the feeling that you're
missing your own ideals by some margin--never quite living up to your
ideals? (CHECK ONE)

[3 Very self-critical--I feel this way most of the time

0 Somewhat self-critical--I feel this quite often

C3 Not very self-critical--I feel this rarely

0 Not at all self-critical--I never feel this way
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114. V. are interested in what students do in their leisure time. Please check,
for each of the activities listed at left, whether you have done it, and
bow latch you enjoyed it. (CHECK ONE FOR EACH IUM)

Have done Have done Have done Have ,

this, this, this, did rarely
enjoyed it enjoyed it not enjoy done
very much moderately it much this

Reading poetry 0 0 0 0
Reading fiction 0 0 0 0
Reading biography 0 0 0 0
Reading history 0 0 0 0
Listening to serious or "classical"
music 0 0 0 0

Listening to jazz 0 . 0 0 0
Listening to folk music 0 0 0 0
Listening to popular music 0 0 0 0

115. About how often do you go to the movies? (CHECK ONE)

O 2 times a week or more

O About once a week

O 2 or 3 times a month

O About once a month

O Less than once a month

116. Have you attended any concerts at the University during the past year?

O Yes

O No

(7J TES) How many have you attended? (CHECK ONE)

0 One

0 Two -

Three or more

117. Have you attended any public lectures' at the University during the past year?

O lies

0 no
"

(IF TES) How many have you attended? (CHECK OWE)a One

0 Two
0 Three or more
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118. Have you attended any plays sponsored by the University during the past year?

O Us
O No

(IF TES) How many have you attended? (CHECK ONE)

0 One

0 Two

0 Three or more

119. In an average week during the past academic year, how many hours have you
spent playing cards (e.g., bridge, poker, etc.) (CHECI: ONE)

O None, or less than an hour

O One or two hours

O Three or four hours c4

O Five or more hours

120. In an average week during the past academic year, about how many hours have
you spent watching television? (CHECKC0E)

O Mono, or less than one hour

O One or two hours

O Thrta or four hours

O live or more hours

121. Do you get a chance to do much serious reading, aside from what you do for
your courses? (CHECK ONE)

O I do quite a lot of serious reading

O I occasionally do

O I &net have a chance to do much serious reading

122. HOw many books do you yourself own, not counting textbooks, but counting
serious paperbacks?

About

123. Over the peel' yew are there any magazines that you have been reading
regularly? .

,

yes

0 No

(II YES) iiiat are they?
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124. On the average, how many hours a week outside of class hours have you spent
in studying during this past year? (CHECK ONE)

O !Ass than 6 hours a week

O 6 to 10

O 11 to 15

O 16 to 20

O 21 to 25

O 26 to 30-

O 31 to 40

O 41 to 50

O More than 50 hours a week

125. On the average, how asny hours per week are you spending in part-time work
for: pay this year in college? (CHECK OM

O Non;

O Less than 6 hours a week

O 6 to 10

O 11 to 15

0 16 to 20

O 21 to 25

O 26 to 30

O More than 30 hours a imek

126. During the past year, how often, on the average, have you had Evening dates
here at the University? (CHECK ONE)

0 Less than once a month

O About once a month

O Two or three times a month

O Once a week

0 Two or three times a week

0 More than three times a week

0 .1 au already married

127. How satisfied or dissatisfi,d have you been with your dating and social life
here at Michigan? (CHI& ONE)

.0 Very satisfied

Fairy imagined

O Fairly dissatisfied

0 %eery dissatisfied

0 1 am already married
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128. What, if anything, do you dislike, or find unpleasant about the dating life
or dating setup here at Michigan?

Now we would like to get your opinions on issues that have appeared in the news

129. Please indicate hov you feel about stak of the following statements. (Check

mme alternative for tut statament)

Strongly Strongly
..idgm_. AWL alay. Dioaaree.

The way they aro run now, labor unions
do this country more harm than good
Big coupanies control too much of
American business ,

A former ember of the Comunist Party
who refuses to reveal the names of
Party members ha had known should not
be allowed to teach in a college or
adversity
There is too much conformity among
American college students
Legislative committees should not
investigate the political beliefs
of university faculty members
Books and movies ought not to deal so
much with the unpleasant and seamy side
of life; they ought to concentrate on
themes that are entertaining or up-
lifting
The government should have the right to
withhold relevant FBI files from
defendants in criminal cases, when
opening the files to them might reveal
the names of confidential infornants
It is proper for the government to
refuse a passport to a Socialist.
It is proper to reclassify studt:olts who
sit in at the draft board

Police are unduly hampend these days
in their efforts te apprehend and deal
with criminiad

473.-
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130. If a Negro with the sans income and education as you have moved into your
block, would it make any difference to you? (Check one)

O Tes, it would make a difference

O No, it wouldn't make any difference

O Don't know if it would

131. Do you think most Negroes in the U.S. are being treated fairly or unfairly?
(Check one)

O Fairly

O Unfairly

0 Don't know

.132. Nov do you think your opinions on issues of race relations would compare with
your parents' opinions? Ny parents' opinions would be: (Check one)

O Nora liberal than mine

O About the sans as mine

Nore conservative than mine

CI One parent wore liberal; the other sore conservative

O Can't answer the question. (Parents dead; they have no opinions on such
issues; etc)

1.33. VPAat is your opinion about the Peace Corps? (Meek one)

CI An excellent program about which I am enthusiastic

O A good idea of which I am very much in favor

O a good idea but I am not enthusiastic

O Probably a good idea but I am not enthusiastic

O Probably not a good idea but I am not sure

O Definitely not a good idea

O Don't know enough about it to have an opinion
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134. Please indicate how you feel about stitA, of the following important public
issues. (Check one alternative for lea issue)

Strongly
Amara

lira U.S. action against the 0
Castro government in Cuba

Approve

Indif-
ferent Oppose

Strongly

Oppose

0 0 0 0

Increased spending for defense 0 0 0 0 0
Congressional investigations of
"Un-American Activities"

0 0 0 0 0
Agreement with the USSR to end

nuclear testing
0 0 0 0 0

Increased student interest in
political action

0 o 0 0
Social Security coverage for
medical care of older people

0 J 0
Caving Cominmist China a seat

in the U.N.
0

The decision to send our armed
forces to the Dominican Republic

0 0 0 0 0

Student demonstrations pretesting
U.ti. involvement in the war in. 0 0 0 0 0
Viet Nam

'Civil Rights sit-in demonstrations 0 0 0 0 0

kom for some questions dealing with politics.

135. About how much interest would you say you have in national and world affairs?

(Check one)

O A great deal

O A moderate emotmt

O Only a little

O Sone at all

136. Compared with most students you know, how well informed do you consider your-

self in national and world affairs? (Check one)

O Nora informed than most

LI About the same as most

O Less informed than most
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137. Now do you feel about our goveneent's present policy in Viet Naul (Check one)

C3 I strongly approve our government's present policy

O In general I approve our government' present policy

O I move some aspects of our present policy, oppose others

O In general I oppose our present policy

O I strongly oppose our present policy

If you have any disagreement with our government's present policy, in what
wry do you disagree?

138. What do you feel our government's policy in Viet Nan should be? Check one)

O Withdraw completely from Viet Nam

0 Ramis in Viet Nan but adopt a more conciliatory position - e.g., stop
4... bombing North and South Viet Nam, make active efforts to negotiate directly

' with the Viet COng
,

O Continue the policy our goverment is presently pursuing

O Adopt a stronger eilitary position - e.g., bombing Hanoi

O Adept a much stronger military position, even if it means a direct con -
frontation with Communist China

Other (pleame specify)

139. .During the past few weeks, how o"ten have you discussed national
affairs with friend', acquaiiiances or family? (Check one)

O Daily or await daily

O Several times in the past few weeks

O Once oi twice in this time

O Never in this period

-4 76-
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140. Regardless of immediate issues, how do you usually think of yourself - as a

Republican, or Democrat, or what? (Check one)

El Republican

0 Democrat

o Independent

El Socialist

0 Other (plesee specify)

If you chocked Republican or Democrat, would you coniider yourself: (Check one)

o Conservative Republican

O ModeraCe Republican

El Liberal Republican

El Conservative Democrat

El Moderate Democrat

o Liberal Democrat

141. What party does (or did) your father usually support in national elections?

(Check one)

El Republican

El Democratic

El Sometimes one; sometimes the other

0 Other (please specify)

142. Now about your mother - what party does (or did) she usually support in

national elections?

o RePublican

0 Democratic
WO

Q Sometimes ono; sometimes the otber

Other (please specify)._
.4

(PLEASE G4? ON TO PART IVO)
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Senior Questionnaire - Part Two

-1-

One of the major things that we hope to learn in this study is thepattern of associations among students at the University of Michigan.We are particularly interested in friendships and groups of friends andin the role these play in college life. Most of Part Tao of this
questionnaire is about your college friendships -- where you have met
your friends, the activities and interests you share, and somethingabout the meaning of these friendships to you.

A number of these questions will require care and thoughtfulness inanswering. In order to study friendship
systematically, we have toprovide a common rating scheme which every student uses in describinghis own friendships. Of course, this common scheme will not completely

capture the quality of your particular friendships, but we hope you willtry to make the scheme as applicable to your situation as possible.Please read the instructions very carefullx, since the procc lures we areasking you to follow in this pari: of the questionnaire are more complexthan you may have encountered in most questionnaires.

In a number of these questions, we are asking you to give the names offriends here at Michigan. We are asking this to enable us to analyzethe data according to groupings of friends. We promise the same
confidentiality for the people you mention as we have prowised you inparticipating in this study. Your responses will be seen only by asmall research staff, coded and punched into IBM cards, and the datareported only in a statistical summary form.

194



V

-2-

1. First, who would you say are your five best friends here at Michigan -- the
people you feel pretty close to, whether fellows or girls, romantic or
non-romantic friends, fellow students or anyone else id your life at the
University.

Please print the names of these friends in the appropriate spaces below and
indicate their sex and class year (for example, sophomore or Junior). Por
those friends of the opposite sex, also check whether the frtendship is
mainly a romantic or non-romantic one.

Please name five friends, even if some of these are not as close as the others.
As we have indicated, we are Vaterested in the friends' names only to enable
us to analyze the data accord.ng to groupings of friends.

(Remember, we are interested in your five closest friends in your life here
at Michigan, including men and woman, students and nonstudents, romantic and
non-romantic friends.)

Friend A: Name Year (if student)

(CHECK ME) Male0 Female0
(IP OPPOSITE SEX, CHECK ONE) RomanticO Non-romantic0

Friend 3: Name Year (if student)

(CHECK ONE) HaleD Female0
(IF OPPOSITE SEX, CHECK ONE) Romantic0 Non-romantic0

Friend C: Name Year (if student)

(CHECK ONE) Male0 Female0
(IF OPPOSITE SEX, CHECK ONE) Romentic0 Non-romantic 0

Friend D: Name Year (if student)

(CHECK ONE) Male0 Female0
(IF OPPOSITE SEX, CHECK ONE) Romantic0 Non-romantic0

Friend E: Name Year (if student)

(CHECK ONE) Male0 Female0
(IF OPPOSITE SEX, CHECK ONE) Romantic0 Non-romantic 0

MOIR: IN ANSWERING THE ABOVE, PLEASE PRINT BOTH FIRST AND LAST NAMES
OF YOUR FIVE FRIENDS.
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2. What is the home town of each of the friends -- where do they come from?

Where they cow from--City and State (Country if foreign)

Friend A:

Friend I:

Friend C:

Friend D:

Friend E:

3. Where do these five friends live? (PLEASE INDICATE TYPE AND NAME OF

RESIDENTIAL CATEGORY AS WELL AS STREET ADDRESS--E.G., GREENE HOUSE, EAST QUAD;

APARTMENT AT 619 EAST UNIVERSITY, ETC.)

Friend A:

Mead 11:

Friend C:

Famed D:

Friend

4. 110wi thinking of an average week, about how often would you say you get

together with each of these five friends?

OWE ONE ALTERNATIVE FOR EACH FRIEND.

Friend
A

Friend Friend Friend Friend

At least once a day 121 0 0 0 0
Almost every day 0 0 0 0 0
Three or four times a week 0 0 0 0 0
Once or twice a week 0 0 0 0 0
Once every two or three weeks 0 0 0 0 0
'Once a month or less frequently 0 0 0 0 0

LEG
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5. How important would you flay each of these friendships is to you? Think about
importance this way. Suppose your friend suddenly hod to leave Michigan for
some reason and you could no longer see each other. If that happened, how
much do you feel you'd miss your friend--how much loss would you feel?

CHICK ONE ALTERNATIVE FOR EACH FRIEND.

This friendship is of crucial
Immutance to me -- I find it hard
to think of life at Michigan with-
out this friend

This friendship is verf important, to
me -- I would miss this friend a good
deal if this friend left Michigan

This friendship is fatrly important
to tie -- I would miss this friendship
sommwhat if this frieud left Michigan

This friendship is nct really too
Important -- I would not really miss
this friendship if this friend left
Michigan

Friend Friend Friend Friend Friend

A B.. C D

0 0 0 0 0

0 0 0 0 0

0 0 0 0 0

0 0 0 0 0

6. We've talked about how important these friendships are to you. We'd like you
to think, now, about. how important the friendship is to each of your friends.
Very often a friendship means more to one person than it does to the other.
Sometimes it is equally important to each person. What about each of your
friendships?

CHECK ONE ALTERNATIVE FOR EACH FRIEND.

This friendship is much more
important to my friend than it is
to me

This friendship is a little more
important to my flasmi than it is
to me

This friendship is equally important
to both of us

Thin friendship is a little more
important to me than it is to my friend

This friendship is much more important
to me than it is to my friend

Friend
A

Friend Friend Friend Friend

0 0 0 0 0

0 0 0 0 0

0 0 0 0 0

0 0 0 0 0

0 0 0 0 0
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7. Try to think of these five friendships in your future life--after you all
leave Michigan. Which of these friendships do you feel you will really keep
up in the years ahead--keep seeing each other, maintaining real contact
throughout the years?

CHECK OWE ALTERNATIVE FOR EACH FRIEND.

We will probably maintain real
contact in the years ahead

Ble will probably not maintain real
contact in the years ahead

Friend Friend Friend Friend Friend
A B C D EDDD
a a o 0

. When and where did you first meet each of these friends?

Friend A:

Friend B:

Friend C:

Friend 0:

Itiead a:

I
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9. When would you say you became good friends with each of these people?

CHECK ONE ALTERNATIVE FOR EACH FRIEND.

Friend
A

Friend Friend Friend Friend

After my junior year at college 0 0 0 0 0
During my junior year 0 0 I]
During my sophomore year 0 0 0 0 17
During my freshman year 0 0 0
During high school 0 0 0 0
Before high school 0 0 0 13 0

10. We have been talking about your five best friends at Michigan. Suppose we
didn't restrict the question to Michigan, but asked you to name your five
best friends generally, where would your Michigan friends fit in? (CHECK ONE)

13 All of my five best friends at Michigan would be included in a list of
mr five best friends generally

CI Three or four of my friends at Michigan would be included in a list of
mr five best friends generally

CI One or two of my friends at Michigan would be included in a liat of
sr five best friends generally

o lions of my friends at Michigan would be included in a list of my
five best friends generally

11. Nov, we'd like to know how other people important to you might feel about
.

your friends.

First, let's take your parents. Is there anything about any of these five
friendships that your parents would not completely approve of, for any reason?

o Tee

No

(IF TES) Which friendships would your parents disapprove.of, and Ohy would
they disapprove?
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12. Which one of your five best friends at Michigan would you say is most different
from the friends you used to have before you came to college?

12a. In what ways is this friend different from the friends you used to have?

YOU'VE YENTIONED AS MANY AS FIVE OF YOUR BEST FRIENDS AT MICHIGAN.

IF TIME ALLOWED, WE'D LIKE TO ASK YOU ABOUT ALL. OF THESE FRIENDS.
TO MAU THE QUESTIONNAIRE MANAGEABLE, IICWEVER, WE'D LIKE YOU TO
SELEUT ONLY TWO OF THESE FRIENDS FOR THE NEXT FEW QUESTIONS. YOU

WILL NOTE THAT IN EACH QUESTION WE REFER TO THESE TWO FRIENDS AS
FRIEND ONE AND FRIEND TWO.

U. Mow, thinking again about your friends here at Michigan, please list two
of these five best friends at Michigan. If possible, select the two you

are closest to. If you feel equally close to all of these friends, just

select any tvo of the five..

Naas of FRIEND ONE here at Michigan (FIRST AND LAST NAMES):

Name of FRIEND TWO here at Michigan (FIRST AND LAST NAMES):

14. Now, we'd like to knov a little about the things that are important to you in
your friendships -- the satisfactions you get from them. On the next page

you'll find a list of the kinds of things that students often mention in
talking about what's important in their friendships. We'd like you to go
over this list and think of each of the items in terms of the two friends
you just selected above.

You'll notice that the list is very varied -- that there are many different
kinds of satisfactions one might find in a friendship...
We'd like you to go 'djwri the list, rating each friendship on each item, using
the following rating scheme:

Write in 1 if the item to a crucially important aspect of the friend-

. ship for you 7- if it is an essential basis of the friendship.

Write in 2 -if the item is a fairly finportant aspect of the friendship

4. for you -- if it is a major basis of the friendship

Write in 3 if the item is a slightly iwortant aspect of the friendship
for you -- if it is only a minor basis of the friendship

Write in 0 if the item is not an important aspect of the friendship
for you



14. (continued)
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1 A crucially important aspect of the friendshipan
essential basis of the friendship

2 A fairly important aspect of the friendship--a
major basis of the friendship

3 A ,Wpattly important aspect of the friendship--only
a minor basis of the friendship

0 Not an important aspect of the friendship

NAM PATS BACH FRINXDSHIP ON
MO ITU

A. This friend helps me with my studies

IL This friend broadens my social life--helps me meet other
people, helps me get dates

C. This friend is someone I've depended upon and tamed
onsoesoneI've needed for support

0. This friend depends upon me and needs me--the good
feeling. I get from being someone this friend depends on

I. My relationship with this friend is easy, relaxing,
.

"comfortable"

F. This friend is different from me in some basic waysI
find the difference(s) interesting and challenging

G. This friend is someone I share my deepest personal feelings
withmy confusions and self-doubts

H. I have stimulating talks with this friendintellectual
exchanges, exchange of ideas

I. This friend and I share a lot of activity interesta--we
like doing the same kinds of things

J. This friend and I have similar values about things--I get
upport for soma of my basic values from this friend

K. This friend admires me, looks up to methis gives me self-
confidence, it's good for my ego

L. This friend is jun o very likable person
:-

N. This friend is someone I look to ind learn from with
respect to ideas or ways of lopkiAg at things

N. -This.friend is a model for the kind of person I would
like to be :.

0. This fribnd likes methe good feeling I get from feeling
liked.

P. This friend is knowledgeablehas a lot of information
that has helped me with decisions

Friend Friend
One Two

11111/

01.
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15. Now, referring again to the items in Question 14, which of these aspects do
you feel is most crucial for your friendship with each friend? Then, which
is the second most crucial for each friend? Please indicate how you feel by
writing in below the letters which correspond to the appropriate items.

Most crucial aspect

Next most crucial aspect

Friend One Friend Two

16. Again, thinking about the aspects that are important to you in each of these
two friendshipshow easy or difficult would it be for you to find these
aspects in some other friendship?

This is not asking you the same thing as how important the friendship is.
You can feel that a friendship is very important and still feel that the
things which are important in the friendship are things you also find, or
could find, in other friendships if this friend were not at Michigan.

CHECK ONE ALTERNATIVE FOR EACH FRIEND.

Friend One
It would be very easy to replace these
aspects--to find them in other friendships

It would be fairly easy to replace these
aspectsto find them in other friendships

It would be fairly difficult to replace these
aspectsto find them in other friendships

It would be Impossible to find these aspects in
other friendshipsthey could not be replaced

0

0

Friend Two

b.
17. WOW, WE"D LIKE TO ASK YOU A FEW QUESTIONS ABOUT SOME OF THE INTERESTS, TASTES,

AND VALUES MAT YOU AND YOUR TWO BEST FRIENDS HAY SHARE OR DIFFER IN.

On the following two pages is a list of things in which people have differentdegrees of interest.

First, in the column headed "IMPORTANCE TO ME", please indicate how you feel
about each of the areas listed, according to the rating scheme that follows.

Then, after you've answered the question for yourself, please try to think how
important these areas are to each of your two best friends, and go down the
list again, indicating how you think each of your two best friends at Michigan
would answer the same question. (If you feel you simply are unable to make the
judgment in a particular area for a particular friend, use the question marksymbol below. Please use it only when you feel you really don't know.)

Write in 1 if the area is of very special interest, of great importance.

Write in 2 if the area represents a fairly important interest.

Write in 3 if the area is of minor importance.

Write in 0 if the area is of no interest at all, of no importance.

Write in ? if you are simply unable to make a judgment in this particular
area for this friend, if vim, really don't know.

502



17. (continued)

Importance
to Ms
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I The area is of very special interest, of great importance

2 The area represents a fairly important interest

3 The area is of minor importance

0 The area is of no interest at all, of no importance

2 In this particular area I am simply unable to make a
judgment for this friend -- I really don't know

Area of interest
Importance to Importance to

Friend One Friend Two

MNIOMINII

Interest in athletics and sports

Iiterest in student organizations and activi-
ties here at Michigan; campus issues and
politics

Interest in studying; taking the course work
seriously

Interest in international understanding; ways
of promoting peace; disarmament

Interest in close personal relationships;
"reaching" and being sensitive to others

Interest in the world of ideas; the intellectual
life; excitement in exploring new ideas

Interest in self-reflection; in thinking about
Art I'm going through, what I'm experiencing

Interest in evaluating myself and others with
respect to being "sharp" or "cool"; concern
with the kind of clothes that one wears; how
one talks and behaves when he is with others

Bement in facts, in the "real" world

Interest in thinking about the kind of marriage
.I want; the kind of person to marry; the meaning
Of marriage for one's life

lamest in thinking about the kind of occupa-
tton or career I want

Interest in the present more than the past or
future

Interest in music

Interest in art, painting, sculpture

Interest in literature, poetry

-23
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(CONTINUED ON NEXT PAGE)



17. (continued)

Importance
to Me

USE THE RATING SCHEME IN THE CODE AT THE TOP OF PAGE 10

Importance to Importance to
Area of interest Friend One Friend Two

Interest in religious standards and beliefs;
concern with taking a religious perspective
toward life

Interest in the contemporary political scene;
national and international affairs; current
events

Interest in dating and social life .

Interest in thinking about the kind of life I'll
lead after college, the style of life I'll have

. _

18. Now, one question about your 21Let college friendships. Many of you filled out
questionnaires two years ago - the second semester of 1964 - and named your
five best friends at that time. For those of you who did not fill out ques-
tionnaires two years ago, try to think of the five people you would have
n amed two years ago as your five best friends at Michigan. (If you filled
out a questionnaire at that time and do not remember all the people you named,
try to think of the five people you probably would have named.) .

Who are the people who were your five best'friends at Michigan two years ago
but ere not at this time? Please prigt their names below (first and last
n ames),.and mention the reasons why you no longer are as close as you used to
be.

lame

Name

(CONTINUED ON NEXT PAGE)

A; 5011.
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ikkhave asked you many specific questions about
particular aspects of your collegeexperience. Now, a few general questions about your overall reactions to youryears at Michigan.

19. What things about your years at Michigan have you found most saiisfying?

20. A. you look back over your college career at Michigan, have you found it
disappointing in any vay - are there any things you hoped to find or accomplish
la college that haven't quite turned out the way you had hoped? (Check one)

0 Tao ONo (GO TO Q. 21)

(IF TWS) What ar some of the things you feel disappointed about?

505
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21. What would you say was your roughest period during your years here at Michigan?
(PLEASE INDICATE WHEN PERIOD WAS - E.G., SECOND SEMESTER OF SOPHOMORE YEAR -
AND IN WHAT WAY IT WAS ROUGH)

22. How about Michigan as an educational institution - your teachers and your
climes.. All in all, how satisfied would you say you've been with your
classes and your teachers here at Michigan?

22a. What (if anything) did you find particularly satisfying about your
classes and your teachers?

22b. What (if anything) are you dissatisfied about - what are some of your
awls criticisms of teachers and classes you've had at Michigan?

506
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23. Could you think now of all faculty members or people in.:the administration
here - is there any one person on the faculty or administration whom you
especially respect or admire?

(11? US) 23a. Who is that? (WRITE NAHE AND DEPARTMENT BELOW)

23b. What is it that you particularly respect about him (her)?

23c. What kinds of contacts have you had with this parson (e.g.,
teacher in a class, course advisor, someone to talk to about
general problems bothering you, etc)

$ ame particular issues at Michigan -

24. Maw do you feel about the trimester system? (CHECK ONE)

CI Very satisfied

CI Fairly satisfied

Satisfied is eons ways, dissatisfied in others

CI Fairly dissatisfied

0 Very dissatisfied

13 Indifferent

Wby do you feel this way?

507
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25. Have you ever been in the Pilot Project they've had at Michigan the past few
years? (CHECK ONE)

O Yes, as in it now

O Yes, was in it but am no longer in it
.........ANSWER QUESTIONS 25a & 25b

o plo, never was in it
SKIP TO Q. 26

O ft, never heard of it°""..."

(IF VHS) 25a. Now do you feel about the Pilot Project? (CHECK ONE)

0 Very satisfied

0 Fairly satisfied

0 Satisfied in some ways, dissatisfied in others

0 Fairly dissatisfied

0 Very dissatisfied

0 Indifferent

2%. Why do you feel this way - what do you feel have been some of
the good things and bad things about your experience in the
Pilot Project?

26. WM about the Residential College they are planning to start here in a couple
of years - have you heard anything about that? (CHECK ONE)

0 !me (ANSWER Q. 26e4) No (SKIP TO Q. 27)

(IP IFS) 26a. What have you heard about it - what is it?

26b. As far as you know, what is the idea back of it - what is its
purpose?

(CONTINUED ON NEXT PAGE)

4...508
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26. (Cent)

(IP PBS) 26c. If you were entering aa a freshman at Michigan and the Residen-
(Cost) tial College was open, would you want to go to the Residential

College? (CHECK ONE)

C.) ieo 0 No 0 Uncertain

26d. Why do you feel that way?

27. In previous parts of this questionnaire, we have asked you a number of ques-
tions about ways in which you feel you have changed since coming to Michigan.
Vs are Particularly intsrreted in changes in ideas, beliefs or values - such
things as religious beliefs, political beliefs, ways of viewing people.

If yeti feel you hay* changed at all in things like this, could you describe
sou of the ways you have changed? (PLEASE INDICATE WHAT YOUR VIEW WAS BEFORE
MEW IT IS NOW.)

18. Vs are also particularly interested in how your years here at the University
may Pave been important in helping you shape your sissillans- not
just la deciding what occupation you want, but the particular aspect of the
occupation you eight be interested in.

As you think of your University years, can you recall any particular people -
faculty, student friends, people in the administration - who have been
important in helping you think through your occupational plans?

Teel No

(IT YU) Who was that and in what way was he important?

4INN
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29. (FOR SENIORS ONLY) As you are approaching the end of your college years, have
you felt any uneasiness or concern about coming to the end of this stage of
life - any feelings of "not being ready," of decisions you're not quite ready
to make, of not being exactly sure what you want to do with your life? (CHECK
OHS)

o Have felt a great deal of concern and uncertainty.,..........

O Have felt some concern and uncertainty (ANSWER Q. 29a)

O Have felt a little concern and uncertainty

O Have not really felt any concern or uncertainty

29a. If you have felt any concern or uncertainty, what are some of the things
you have felt concerned or uncertain about?

(PLEASE GO ON TO PART III)

510
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Senior Questionnaire -Part Three
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ABOUT YOUR FRIENDSHIPS AND GROUP MEMBERSHIPS

1. Firet, we would like to get some brief additional information on your five best

friends at Michigan. (PLEASE REFER TO QUESTION 1 ON PAGE 2 OF PART TWO OF THIS

QUESTIONNAIRE TO REMIND YOU WHOM YOU LISTED AS YOUR FIVE BEST FRIENDS.) For

of your five best friends, please write in their names, their Major,
whither or not they ars in the Honors Program, and low many of the same classes

you and this friend were in together this oast year.

NOTE: IF FRIEND IS NOT A STUDENT, WRITE "Not student" UNDER Maior. /F YOU DO

NOT ITIOW FRIEND'S MAJOR, WRITE IN "DW.

Number of
classes I

In Honors shared with

Program? this friend

(CHECK the past two

ONE) . terms mu=
Name (RME IN) Maior (WRITE IN) Yes No IN NUMBER

Friend A 0 0
Friend D 0 0
'Friend c El

Friend D El El

Mead II 0 0

:645-
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3. Sow about the friends you knew before you came to Michigan--are you still close
with the people who were your best friends before you came to college and who
did mot come to Michigan with you? (CIZCK ONE)

El Yes, still close with most of them

El Tee, still tlose with one or two of them

o Me, not really close with any of them

non, sens questions about your extra-curricular activities ---

4. How active would you say you have been in extra-curricular activities on
campus this year? (CHECK ONE)

o txtremely active

13.Quite active

El Moderately active

Mot viry active

3. Illhat one extra-curricular activity has had first claim on your time and interest?

G. . love you ever run for an elective class or campus office?

0
O Tee (PLEASE SPECIFY BELOW)

Mist office? Year Ran

Were you
elected?
(CHECK ONE)
Yes No

0 0
. 0

0 0

ist
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7. We are particularly interested in the student organizations on campus. We are

interested not only in present memberships, but in Iva contact you may have had

in the past. So, please try to remember your experiences with student groups

over the years here at the University. The following list will remind you of

the kinds of student organizations on campus.

Religious (e.g., Guild House, Lutheran Student Center, Michigan Christian
Fellowship, Newman Student Association)

Political (e.g., VOICE, Young Americans for Freedom, Young Democrats,

Young Republicans)
Professional or Departmental (e.g., Economics Society, Marketing Club,

American Institute of Chemical Engineers)
Foreign Students (e.g., African Students' Union, Iranian Student

Association)
Ameteur Athletics, Hobbies and Social Groups (e.g., U of M Amateur

Radio Club, Folk Dance Club, U of M Rifle Club, U of M Sailing Club)

Productions, Publications, Performance (e.g., Generation, Michigan Daily,

U of M Glee Club, Soph Show, Homecoming, Winter Weekend, University
of Michigan Band)

University Concerns (University Actiaties Center, Alpha Phi Omega,

Wolverine Club, IAESTE)

Honoraries and Recognition (e.g., Mortar Board, Alpha Lambda Delta,

Delta Sigma Rho)

Student governing bodies (e.g., Assembly, IQC, IFC, Joint Judiciary
Council) .

Fraternities, Sororities, Co-ops

Other campus groups and activities

First, could you please list on the following page . all of the groups that you

belong to now or have ever belonged to at Michigan.

Then, after each group you list, please ind icate:

Whether you are currently a member (in Column A)

Your usual pattern of participation (in Column B, using the code at

the top of page 5)

Whether you ever were an officer (In Column C)

The year you joined the group (In Column D)

For those groups in which you are no longer a member, the year you

lefrthe, group (In Column E)

4
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USE THIS CODE FOR COLUMN B

CURRMITOR
fROUPPOMMERSHIPS

1. Almost never attended meetings or activities

2. Attended less than 1/4 of the meetings or activities

3. Attended betumen 1/4 and 1/2 of the meetings or activities

4. Attended between 1/2 and 3/4 of the meetings or activities

5. Attended more than 3/4 of the meetings or activities

Year
Left

.A
Are you

currently

FORMER a member?

(CBICK ONE)
No

Partici-
pation
CUSE CODE
ABOVE)

Ever an
Officer?

(CHECICONE)
Yes No

Year
Joined

(WRITE GROUP NAMES )EL(W) Yes

0 0 CI 0

0 El El El

0 0 0 0

0 0 0 0

0 0 0 0

0 0 0 CI

0 0 0 0

0 0 0 0

0 0 0 0

0 0 0 0

0 0 0 0

515
-499-



-6-

1E. We are particularly interested in religious and political student organizations.
A number of these organizations are listed below. For each of these organize-
tions, please indicate your contact or acquaintance with the group, using the
followingcode.

MOMM1.

MOMM1.

0101111

MOMM1.

MOMM1.

1. / am currently a member of this group

2. / was a member at one time, but no longer am

3. / was never a member--but / have considered Joining this group
at some time, and have gone to some of its meetings or activities

4. I was never a member--I never considered joining, but / have gone
to some of its meetings or activities

5. I was never a member--I never went to any of its 10101ms_421:
activities

6. /never heard of this group

Alpha Omega (Grace Bible Church)

Baptist Student Union

Collegiate Club (University Reformed Church)

Episcopal Student Foundation

Guild House (Campus Ministry)

Rillel

Michigan Christian Fellowship

Newman Student Association

Wesley Student Fellowship

Young Friends

CROUP

REACH

Viet Nam Steering Committee

VOICE

YAP (Young Americans for Freedom)

Young Democrats

Young Republicans

ISA (Young Socialist Alliance)

-500-
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11. Of all the groups you have ever been involved in (those you listed in Q. 7 on
pap 5), which two would you say have been most important to you during your
college years? By "most important" we mean the groups that have had the most
waning for you during your college years--that your contacts and experiences
in this group have had the most to do with the changes and developments you
feel you've undergone since coming to Michigan. (NOTE: YOU CAN INCLUDE
OWNS YOU NO LONGER BELONG TO AS WELL AS GROUPS YOU ARE CURRENTLY A MEMBER OF.)

PICKCKT THE TWO GROUPS THAT HAVE BEEN MOST IMPORTANT TO YOU, WRITE THEM IN THE
NACU PROVIDED 'ELM, AND REFER TO THEM AS GROUP A AND GROUP B IN Q. 10 - 14.

Croup A

Group B

Ell: IF YOU RAVE NEVER BEEN A EMBER OF ANY STUDENT GROUP DURING YOUR YEARS
AT MICHIGAN, SKIP TO Q.15 ON PAGE 10.

IF YO0 HAVE BEEN A MEMBER OF ONLY ONE V.OUP, WRITE IT DOWN AS GROUP A,
AIWANSWER Q. 10 THROUGH 14 FOR GROUP A ONLY.

V YOU HAVE BEEN A MEMBER OF ONLY WO GROUPS, WRITE TEEM DOWN AS
GROUPS A AND B, AND ANSWER Q. 10 THROUGH 14 FOR GROUP A AND GROUP B.

10. First, we would like to know how important each of these groups is (was) to you.
Think a importance in this way. Suppose you had to Leave the group for some
reason and could no longer have any contact with it. If that happened, how
meth would you miss the grouphow much loss would you feel?

NOIR: If you are presently a member of the group, answer how important the

group is to yOu now. If you are no longer a member of this group,
Wawar this question as you would have responded during the period you
were most involved in the group.

OM ONI ALTERNATIVE FOR EACH GROUP.

'his group is (ma) of crucial importance to me--it is
herd to think of life at Michigan without this group

Ibis group is (was) very ieportant to me--I would miss
(uould have missed) ay contact with this group a great deal

Group A Group B

El El

CI El

This group is (was) fairly iamortant to me--I would miss
(would have mined), my contact with this group to some
degree 0 0
Ibis group is (was) not really-important to ma--I would not
&molly sass (have missed) my contact with this grout) 0 0

.t.

.

517sot-, -
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11. During all the time of your involvement in this group, is there one period when
you were particularly involved?

CHECK ONE Ausumus FOR EACH GROUP.

Yes

No

(IF YES) When was that? (e.g., present
time, first semester of
sophomore year, etc.)

Group A Group 13,

12. PLEASE REFER NOW Te PAGE ONE OF THIS.PART OF THE QUESTIONNAIRE, WHERE YOU LISTED
YOUR FIVE BEST FRIENDS AT MICHIGAN.

For ma of these five friends, please iilaicate whether or not this friend was
ver a member of Group A. Then, indicate whether each of them was ever a
member of Group B.

BM SURE THAT FRIENDS A, B, C, D, AND E REFER TO THE SAME PEOPLE GIVEN THOSE
LETTERS ON PAGE 1 OF THIS QUESTIONNAIRE.

a. Was this friend ever a member of
Group A? (CFMCK ONE ALTERNATIVE
FOR EACH FRIEND)

Yes, is a member now

Yes, was a member; but is not one now

No, never was a member

b. Was this friend ever a member of
Group 111 (CEMCK ONE ALTERNATIVE
FOR EACH FRIEND)

Yes, is a member now

wdpACmember, but is not one now

No, never was a mfm1er

Friend. Friend Friend Friend Friend
A

O 0 0 0 0

O 0 O D D
O 0 0 0 0
O 0 0 0 0
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U. Tou chose these two groups as being the most important to you in terms of your

cheese or development here at the University. For each of them, could you say

la Mat ways specifically these groups have been important for your change or

development?

Group A:

Group 1:

CNISTIOR 14 IS ORLY TOR THOU GROUPS THAT YOU ARE NOT NOW A ?CHER OF.

If IOU ARS CURRSNTLY A 11001ER OF BOTR GROUP A AND GROUP B, SKIP TO Q. 15

ON UGH 10.

14. 11by did you leave the group? (PLEASE BE /F YOUR INTERESTS

. 1111110119, INDICATE IN VHAT WAYS TIME CHANGED AND WHY THIS WAS IMPORTANT IN

YOUR ISAVII1G Till GPDUP)

Room for
loorias gmaA

Boasoss for
burin Orono 11

519
-503-

1
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POR EVERYONE,

15. Do you belong to any voluntary associations that ate not a University extra-

curricular organization? (CMCONE)

C21Yes

Oft

(IF TES) Please list them here.

16. V. have asked you about your membership and participation in formal groups and

activities. How about organizational
activity not part of a formal student

organization - -such activities as
working on a Homecoming committee, taking part

in a service project,
involvement in a Civil Rights demonstration, support of

or protest against our policy in Viet Nam. Hive you been involved in any of

these kinds of group activities that have been meaningful or important to you

in spy way during your years at Michigan? (PLEASE L/ST THMK BELOW)

-504- .520



17. Now, we'd like you to think not of your friends and groups but of the total

Michigan student body. Any group as large as the Michigan student body contains

smeller sets of people who share certain interests, attitudes, or values. Below

ere sons of the kinds of students that have been mentioned frequently.

A. The intellectual students. those who nay not set good grades but are

involved in the world of books and ideas

1. Ike Partying tvpes, the students who are most concerned about having a

ood time

C. The creative, perhaps non-conformist students

0. The students who belong to religious, ethnic, or nationality groups

R. 'The athletes

P. The students who are most concerned about a particular field or occupation

G. The students who are most concerned about social and political issues on

4 national or international scale

I. !Me students who are most concerned about studying, keeping up with course

work. getting Rood grades

I. MS students who are most concerned about campus issues and events

J. IMe casual eyrie students, the ordinary, average types

mumps 17a THROUGH 17e ARE ABOUT THESE KINDS OF STUDENTS.

IN ANSWERING, REFER TO THESE DIFFERENT STUDENTS BY THE LETTERS

ow, THROWN "J".

170. Which of these kinds of students do you feel you are most similar to?

(INDICATE BY WRITING IN THE APPROPRIATE LETTERS) If you feel you are

equally similar to two or more of these, write in the letters of each

one. If you feel you are not really like any of them, please indicate

why you feel this way.

17b. Which of these kinds of students would you never want to be identified

with? (WRITE IN LEITERS BELOW)

17e. Are there any of these kinds of students that you wish you were more

like?

0 Tee (PLEASE SPECIFY WHICH, BY LETTERS)

so

'
r4 521
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17. (contioued)

17d. Pleaae refer to the five best friends listed on Page 1 of this ques-
tionnaire. Which of the kinds of students listed on page 11 are eachof your friends most similar to? (YOU CAN WRITE IN MORE THAN ONELETTER FOR EACH OF YOUR FRIENDS)

Friend A

Friend B

Frien4 C

Friead D

Friend E

MOst similar to

17e. Turn back to Question 9 on page 7 where you listed the owo student groupsyou felt were most important to you in your years at Michigan. Which ofthe kinds of students litted on page 16 are each of your two groups most
similar to? (YOU CAN WRIIE IN HOBE THAN ONE LETTER FOR EACH OF TVE TWOGROWS)

Important Student Groups Most similar to

Group A'

Group B

EMMY AND OTHER BACKGROUND INFORMATION

IS. How often do you write your parents on the average? (CHECK ONE)

.C3 Every day or almost every day

(3 About two or three times a week

0 About onto a week

0 Every 2 or 3 mobs

0 About once a month

0 Less than once a month

19. How often do you call your parents on the average? (CHECK ONE)
0 Every day or almost every day

0 About two or three times a week

El About once a week

0 Every 2 or 3 weeks

0 About once a month

[3 Less than once a month

-- 5'2
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2E4 How often do you see your parents?

O About once a week or more often

0 About once or twice a month

O During holidays and an occasional weekend

O Only during holidays

CI Only during summer vacation

O Mot at all

21. Vs would like to know in what ways you feel you are like your parents.

a...Ilet.one or two ways in which you feel you are like your father.

b. Ziat One or two ways-in WhieryWftel you are like your mother."

22. Which of your parents do you feel you are most likg? (CHECK ONE)

O My father

O MY mother

. lests.sotAVPIIRPWAnt61=3V......

23. Bow well do you feel your parents

. life? (CHECK ONE ALTERNATIVE FOR

understand you and what you want out of
FATHER AND ONE FOR MOTHER)

Father Mother

Very well . 0 0
Fairly well 0 0
HOt too well 0 0
Mot at all 0 0
Parent deceased 0 0
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24. Row close do you feel to your mother
AlSERNATIVE FOR FATHER AND ONE FOR

Extremely close

and to your father?

MOTHER)

Father

(CHECK ONE

Mother

0
Quite close 0 0
Fairly close 0 0
Hot very close 0 0
Parent deceased 0 0

25. Mot people have some disagreement with their parents about some things. How

much do you feel you disagree with your parents about the following matters?

Dee the following symbols in responding to the items in this question.

O means "little or no disagreement about this"

means "sole disagreement about this"

2 means "a good deal of disagreement about this"

In every case, please respond in terms of haw you feel about the matter,

regardless of whether or not agreement ar disagreement has been openly

expressed. Answer each item for both father and mother.

Values about what's important in life

'Political preferences and beliefs

Religious beliefs

My vocational plans

The people I've dated

My choice of friends

Goals or purposes of a college education

Interests and Mute in books, music, art

NOTE: CHECK HERE IF PARENT IS DECEASED

524
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Are any of these disagreements with your parents things that have developed

gm you came to Michigan--differencee that are due to ways you have changed

during your years at Michigan?

nes
O no
(7.7 TES) 26a. What are some of these important disagreements with your

parents that have developed during your years at Michigan?
OMSK BE SPECIFIC AS TO HOW YOUR VIEWS HAVE CRAMS!) AND

IN WHAT WAYS II= DIFFER FR(M THOSE OF YOUR PARENTS)

SOW QUESTIONS ABOUT ?OM BACKGROUND --

27. How old are you? and
years months

211. Check whether you are Nsle or Female 0

29. How many older brothers do you have?

30. nom many younger brothers do you *have?

-31. Bow many older sisters do you have?

32. Mow many younger sisters do you have?

33. Check one of the following places which best describes the place where you
lived most of your life.

O Suburb in a metropolitan area of more than 2,000,000 population

O Suburb in a metropolitan area of 500,000 to 2,000,000

O Suburb in a metropolitan area of 100,000 to 500,000

O In a city (not a suburb) of more than 2,000,000

O In a city of 500,000 to 2,000,000
O Iu a city of 200,000 to 500,000
O In a city of 50,000 to 200,000
O City or town of 10,000 to 50,000
O Town of less than 10,000
O Farm, ranch or other open country

Kou
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34. Which of the following best describes the distance between: Ann Arbor and the
place where your parents now live? (CHECK ONE)

0 In Ann Arbor or within commuting distance

0 Within 2 hours automobile drive or less

0 Between 2 to 4 hours automobile drive

0 More than 4 hours drive, but in the sacs staie

0 More than 4 hours drive, but in a different state

0 Other (SPECIFY)

35. About how many students were there in your high school
iraluating class? (CHECK ONE)

0 49 or less

0 50 - 99

0 100 - 149

0 150 - 199

0 700 - 299

0 300 - 399

0 400 - 499

0 500 - 599

0 600 or more

36. In what town ur city was this high school located?

(state) (country, if foreign)

37. What I. your family's religious background? (CHECK ONE)

0 Both parents Protestant

0 Both parents Roman Catholic

0 Both parents Jewish

0 Both parents Eastern Orthodox

0 Mixed (SPECIFY: Father

Mother

0 Anything not covered above: Father

Mother

526
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3$. What is your present religious preference? (CHECK ONE)

O Protestant (PLEASE SPECIFY DENOMINATION)

O Catholic

O &wish

O Other (PLEASE SPECIFY)

O Vous

35. Was this the religion in which you ware reared?

13 (SEIP TO Q. 40)

0 No (AMMER Q. 39a49c)

(VP U0) 39a. In what religion were you reared? (CHECK ONE)

0 Protestant (PLEASE SPECIPYDENOMINATION)

0 Catholic

O Jewish

0 Other (PLEASE SPECIFY)

lbe

3%. lila did you change your religious preference? (CHECK ONE)

0 The !mit year or two

O awing my years at Michigan, but more than 2.years ago

0 During sty high school years

O Before my high school years

38c. What were sews of the reasons for your change?

40. Rost often do yuu attend religious services here at Michigan? (CHECK ONE)

. 0 Owe a meek or.more

0 Two or three times a month

0. Once a month

0' A few tines a year

O Rarely..

O Never

527
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41. Do you think of yourself as more religious, about as religious, or less
religious than your parents? (CHECK ONE FOR EACH PARENT)

Father Mother

sas more religious than

I as about if religious as

I as less religious than

Parent deceased

42. Which of the following statements of faith most closely describes your ideas
about the Deity? (CHECK ONE)

O I believe in a Divine God, Creator of the Universe, Who knows my
innermost thoughts and feelings, and to Whom one day I shall
be accountable

O I.believe in a power greater than myself, which some people call God
and some people call nature

O I believe in the worth of humanity but not in a God or Supreme Being

O I believe in.natural law and that the so-called universal mysteries
are ultimately knowable according to scientific method

O I as an atheist or agnostic

O I aa not quite sure what / believe

o Other (SPECIFY)

43. How far did you parents go in school? (CHECK ONE FOR EACH PARENT)

Father Mother

0. 0. Less than high school

O 0 Some high school (9 - 11 years)

0 0 Completed high school (12 years)

0 .0 Some.college

O 0. Completed college

0 .0. Advanced or *Professional degree

44. What is your father's occ tpation (or, if he is retired or deceased, what was
it before)? Kindly giie a full answer, such as "high school chemistry teacher",
"welder in an aircraft.factory", "president of a small automobile agency",
"menager.Of a large department store".

54.

5 8
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43. Is your father member of trade union?

o Yea

no

44. Roes your father work for himself or for someone else?

0 Fox himself

0 For someone else

47. At the present time, does your mother have a paying Job outside

the home?. (CHICK CNE)

0 Ms, full time

0 Tee, pait time

O Ro

(77 YES) Naos and describe the occupation in which she works. (PLEASE GIVE

A FULL ANSWER)

RS. Roughly speaking, about how many years of her -la:Tied life has your mother

bad a paying Job outside the home? years

.;

49. About how much total income do your parents earn yearly at the present time?

(01110CE ONE)

O 'lass than $3,999

O $4,000 to $7,499

O 07,300 to $9,999

O 110,000 to $14,999

O $13,000 to $19,999

O $20,000 and over

Bow certain are you about this income? (CHECK Ote)

O I am quite certain about it

O I know it approximately

'0 I'm mostly guessing

529
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50. Mere you regularly employed during this academic year? (CHECK ALL THAT APPLY)

Mo

.Yes

0 FUll time job which is relevant to my anticipated career field

0 Full time job which has nothing to do with my anticipated career field

0 Part time job which is relevant to my anticipated career field

O Fart time job which has nothing to do with my anticipated career field

51. About how much are each of the sources below contributing to the costs of
your education (including living expenses) this year? (CHECK ONE FOR EACH
SOURCE)

All or Hbre Less
nearly than About than
all half half half None

Parents

Wife or husband El
Job, part-time work El
Savings from summer job or other previous work 0
Scholarship

Loan(a) El
Other (PLEASE SPECIFY) El

52. Are your parents --
!

; o Living together (GO TO Q. 53)

0 Divorced, separate

0 Father deceased
(ANSWER QUESTIONS 52a-and 52b)

0 Nbther deceased

0 Both parents deceased

52a. How old were you when your parents were separated (divorce, death, etc.)
(CHECK ONE)

O Less than 5 years old

O 5 to 9 years old

O 10 to 14 years old

O 15 or older

52b. After your parents were separated, with which parent did you make your
home? (CHECK ONE)

O Entirely or mostly with father

. 0 Entirely or mostly with mother

O Other (PLEASE SPECIFY)

530
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53. What school or college are you enrolled in?

$4. in nhat year did you first enroll at Michigan?

35. Did you do all of your college work at Michigan?
(CHECK ONE)

O Yee
O No, transferred

from sows other school (PLEASE
SPECIFY NAME OF SCTIOOL)

1
0 110, started

Imre, attended a year or more elsewhere, and then returned

(PLEASE EMMY NAME OF SCHOOL)

56.. Did you ever consider dropping out of Michigan?

o Yee

NO

(11 in's) When did you consider it (e.g., 2nd semester of freshman year)

Why did you consider dropping out? (PLEASE SPECIFY REASONS--E.C.,

POT 'MUNE YOU DID HOT LIKE IT AT )ilCHIGAt4 SOT WHY WO DIDN'T .

LIKE IT)

37. Were you ever on academic probation at Michigan?

O Tee

Ile

(IF YES) When vas that?

-515-
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During the fall tern there were a number of issues that elicited a great deal
of interest on this campus--issues that have been discussed by students, faculty
groups, the adadnistration, the Daily, etc. The following questions concern these
issues and events.

5$. To what extent did you participate in the student meetings or other events
connected with these issues? (CHECK ALL THAT YOU DID) .

(=Noted in the referendum on student ranking

0 Attended the first allcampus meeting in the Union Ballroom

0Attended one of the teachins in Hill Auditorium or Angell Hall

(3Participated in one of the sitins at the Administration Building

.0Attended one of the campus rallies

00tber (please specify)

(:)Did not participate in any of these

59. Bow mudh interest would you sai you had in these issues and the events
surrounding them this fall? (CKECK ONE)

0A great deal

0,A moderate amount

ably a little

[None at all

60. Wm about your friends here at the Univereity? How much interest would you
say they had in these issues and events? (CHECK ONE)

CIA great deal

(DAmodetrate amount

CIOnly a little

(DNone at all

61. What do you think the ma or issues were? What conditions have been the focus
of the discussion and concern? (At this point we are not asking whether you
approve or disapprove--just how you define what the issues were.)

.532
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61b. Of the issues you listed above, which one do you feel is most important?

61c. Nov would you like to ipso this issue resolved? What would you like to

eee happen at the University?

62. Following are some of

events. Please indicate

actions. (CHECK ONE

a. The University
administration's
response to the
request from the
Bouts Un-American
Activities
bimdttee

b. The Student Gov-

ernment Council's
decision to dis-
associate from
the Office of
Student Affairs

c. The proposal by
some faculty mem-
bers not to turn
In grades because
they are used for
ranking (unless
requested other-
vise by students)

the incidents or actions
your feeling about

ALTERNATIVE FOR EACH

Strongly
Al/Drove Aporove

that were part of the recent
each of these incidents or

INCIDENT)

I know
Nothing

Indif- Die- Strongly About

131111k =MU =eau= _Thu_

0 0 0 0

0 0

0

0

0

0

0

0

0
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62. (Cont)

d. The statement by
Student Government
Council and other
student groups
that the results
of the student
referendum on
ranking should be
binding on the
University

e. The announcement
by the University
administration
banning student
sit 1DS

f. PrasiOlnt Hatcher's
and others' state-
ment which set up
committees to deal
with the issues
raised by the
students and
faculty

g. The student sit -
in at the Adminis-
tration Building
lobby and halls

Strongly
Approve Approve

Indif-
lerent,

0

0

Die-
approve

Strongly
Disapprove

I know

Nothing
About
This

0

0

0

0

0

0

0

0

0

0

0

0
63. Regardless of whether you approve or disapprove of their position, how effective

do you think each of the participants in the above incidents or actions was?
(CHECK ONE ALTERNATIVE FOR EACH SET OF PARTICIPANTS)

I don't
Know how

Very In- Very in- effective
Effective Effective effective effective they were

'a. THE UNIVERSITY AD-
MINISTRATION:
Response to the re-
quest from the House
Un-American Activi-
ties Committee 0 0

b. THE STUDENT GOVERN-
MENT COUNCIL:
Decision to disasso-
ciate from the Office
of Student Affairs LJ 0

.534
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63. (Comt)

c. SONS TACULIT: Pro-
posal sot to turn in
grades because they
are used for rank-
ing (unless re-
quested otherwise
by students)

d. TIM STUDENT GOVERN-
MENT 001MCIL AND
OMR STUDENT
GROUPS: Statement
that the results of
the student refer-
sedum on ranking
should be binding
oa ths Uaiversity

e. TEE UNIVERSITY AD-
MINISTRMION:
ANROVOCAMODt banning
student sit-ins

-25-

I don't
know how

Very In- Very in- effective

Effective Effective effective effective they were

f. TEE UNIVERSITY AD-
EINIS11AXION: State-
ment which set up
committees to deal
with the issues
raised by the
students and faculty

g. STUDENTS ENO SAT IN:
At the Adainistration
Building lobby and
balls

0

0 0

64. m of the issues that vas discussed in the recent events is the question of
more student control within the University. Some students feel this is a
very important issue, others are unconcerned. We would like to know how
important /21 feel this issue is. V. would also like to know whether your
feelings have changed because of the events of the past fall. Please check ,
how you feel now and bow you felt before the events of last fall. (CHEC( ONE
ALTERNATIVE FOR NOW AND ONE FOR BEFORE)

Nov I
Feel Nov

How I
Felt Before

The issue of student ccetrol is verv important to ma 0 0
the,lesue is fairly important 0 0
Thm issue is not too important 0 0
The issue is not at all important .0 0

tp, 535
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How such control do you think students actually have within the University?
Please check again how you feel about this now and how you felt before the
events of last fall. (CHE(X ONE !ITERNATIVE FOR NOW AND ONE FOR BEFORE)

How I
Feel Now

How I
Felt Before

Students have a irsat deal of control within the 0 0University

Students have Quite a bit of control within the
University 0 0
Students don't have much control within the 0 0University

Students don't have any control within the 0 0
University

66. What do you feel should happen with respect to the issue of student control?
Again, pleace check how you feel about this now and how you felt before the
e vents of last fall. (CHE(X ONE ALTERNATIVE FOR NOW AND ONE FOR BEFORE)

How /
Feel Now

How I
Felt Before

Students should have much more control within the
Usiversity

Students should have somewhat more control 0 0
Students should have about the sane control. they 0 0
n ow have

Students should have less control than they now
have

67. All in all, what do you think will be the long-term effects of the concern
with greater student control at the University? (CHECK ONE)

o These events will have some piaior long-term effects at the University; a
umber of changes will occur .

CI These events will have some ninor long-term effects at the University; ain changes will occur

o These events will have no long-tern effects at the University; things will
go back to the way they were

(/11 YOU THINK THERE W/LL BE ANY EFFECTS)

67a. What do you think some of these effects will be?

.*

-520-
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61I. Have there been any ffects on you as a result of all these events at the
hnivanityany important changes in your view of the University or of the
people and issues that were involved? (PLEASE INDICATE WHAT MESE EFFECTS OR
CHANGES WERE; IF VO EFFECTS, WRITE IN "NONE")

GI. Oae of the events of the put months vas the student referendum on ranking.
Following is the ballot that was used in the referendum. Please indicate how
yos voted. If you did not vote, please indicate how you would have voted.

Part Ono

One University should cease the compilation of class ranks to be used by
tbs Selective Service

CI The University should continue the compilation of class ranks to be used
by the Selective Service

Part Two

A. Regarding drafting of man into the armed forces, I would prefer that:

Ch. All able-bodied sales suet serve
02. Only sous able-bodied sales randomly selected by lottery must

serve, with no deferments granted
03. Only soma able-bodied males, chosen on a selective basis, must

serve, with deferments granted for: (If this is your choice,
Select one or sore of the below)
o a, critical skills
O b. completion of education

o c. all married an
O d. only serried man with children

o e. Other (specify)
04. The government should not conscript for ailitary or nonmilitary

service. (If you choose this alternative DO NOT answer B)

I. I prefer a system in which all those chosen:

Once Id serve in the armed forces
°Should be able to serve in the armed forces or have forms of alternative

goverment approved service open to them in lieu of serving in the
armed forces.
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COLLEGE STUDENT ATTITUDE INVENTORY

This last set of questions is a questionnaire that has been givento students in a large number of universities and colleges allover the country. It covers college students' attitudes andopinions in a number of different areas.

Several of these questions overlap somewhat with those we havealready asked you. They are included so as to permit us tosake direct coemarisons with students in other universities.

Read each of the numbered
statements that follow and decide whetherit is true as applied to you or false as applied to you.

U a statement is TRUE or MOSTLY TRUE for you, check
the box under T. If a statement is FALSE or NOTUSUALLY TRUE for you, check the box under F.

PIEASE ANSWER ALL QUESTIONS. WORK RAP/DLY.

-522-
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1. / enjoy listening to poetry.

2. I pray several times a week.

3. I prefer to engage in activities from which I can see definite

results rather than those from which no tangible or objective

results are apparent.

4. I dislike assignments requiring original research work.

3. If several people find themselves in trouble, the best thing for

dose to do is to agree upon a story and stick to it.

6. Society puts too much restraint on the individual.

7. Altar a Class period I think about the ideas presented there.

S. / like dramatics.

9. Clod hears our prayers.

10. Politically I as probably something of a radical.

11. I 'Vey solving probleas of the type found in geometry, philosophy,

es logic.

12. I hove often either broken rules (school, club, etc.) or inwardly

rebelled against thee.

13. The trouble with may people is that they don't take things

seriously enough.

14. I analyse what I like or dislike about a movie or play which

I have seen.

13. Colored lights sometimes arouse feelings of excitement in me.

16. Mere oust be something wrong with a person who is lacking in

religious feeling.

17. If I were a university professor and had the necessary ability,

I would prefer to teach chemistry and physics rather than poetry.

le. I find that a well-ordered mode of life with regular hours is not

congenial to my teeperement.

19. NOthing in life is wordhthe sacrifice of losing contact with your

fondly.

20. I like to discuss the values of life, such as what makes an act

good or evil.

21. I like modern art.

539
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0 0
0 0

0 0
0 0

0 0
0 0
0 0
0 0
0 0
0 0

0 0

0 0

0 0

0 0
0 0

0 0

0 0

0 0

0 0

0 0
0 0



22. Svery person should have complete faith in a super-natural power

T F

whose decisions he obeys without question. 0 0
23. I like to go alone to visit new and strange places. 0 0
24. The artist and professor are probably more important to society

than the businessman and the manufacturer. 0 0
25. At times I have very much wanted to leave home. 0 0
26. I prefer people who are never profane. 0 0
27. I like to listen to primitive music. 0 0
28. Organized religion, while sincere and constructive in its aims,is really an obstacle to human progress. 0 0
29. I dislike following a set schedule. 0 0
30. I have frequently found myself, when alone, pondering suchabstract problems as free will, evil, etc. 0 0
31. I have always had goals and ambitions that were impractical orthat maimed incapable of being realized. 0 0
32. Comunime is the most hateful thing in the world today. 0 0
33. I like to read serious,

philosophical poetry. 0
34. I anjoy looking at paintings, sculpture, and architecture. 0 0
35. Ve cannot know for sure wfunter or not there is a God. 0 0
36. For most questions there is just one right answer, once a personis able to get all the facts. 0 0
37. I would like to enter a profession which requires much originalthinking. 0
38. A person who lets hinself get tricked has no one but himself toblame. 0 0
39. We should respect the work of our forefathers and not think that

we know better than they did. 0 0
40. I have allwrys hated regulations. 0 0
41. I like to write my reactions to and criticisms of a given

philosophy or point of view. 0 0
42. / would like to be an actor on the stage or in the =ties. 0 0
43. / go to church or temple alimmt every week. 0 0
44. I like to discuss philosophical problems. 0 0

540
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45. At timesIhaveastrong urge to do something harmful or shocking.. 0 0

46. Every wage earner should be required to save a certain part of his

income each month so that he will be able to support himself and his

fondly in later years. 0 0
47. Tbe prophets of the Old Testament predicted the events that are

hoppening today. 0 0
48. I like to fool around vith new ideas, even if they turn out later

to have been a tots1 waste of time. 0 0
49. It is highly unlikely that astrology will ever be able to explain

anything. 0 0
50. I would enjoy fame (not mere notoriety). 0 0
51. It is better never to expect much; in that way you are rarely

disappoiqted. 0 0
52. Oben I go to a strange city / visit museums. 0 0
53. I a more sensitive than most people. 0 0
54. Tbe only meaning to existence is the one which men gives himself. 0 0
55. I am more interested in the application of principles and theories

then in the critical consideration of them. 0 0
56. Vben I get bored I like to stir up some excitement. 0 0
57. Unquestioning obedience is not a virtue. 0 0
58. / enjoy spending leisure time in writing poetry, plays, stories, or

essays. 0 0
59. briar/ person ought to be a booster for his ovn home tovn. 0 0
60. A. a youngster I acquired a strong interest in intellectual and

aesthetic setters. 0 0
61. / believe in a life hereafter. 0 0
62. Trends towards abstractionism and the distortion of reality have

corrupted much.art of recent years. 0 0
63. My free time is usually filled up by social demands. 0 0
64. I have been disappointed ih love. 0 0
65. Tbe surest wey to a peaceful iorld is to improve people's morals. 0 0
66. I analyze"the motives of others And compare their reactions wIth

leyean. 0 0
67. I tend to make friends with men who are rather sensitive and artistic.0

(CO ON TO NEXT PAGE)

541



-32-

T F
68. I believe there is a God. 0 0
69. I much prefer friends who are pleasant to have around rather than

those who are always involved in some difficult problem. 0 0
70. I prefer to have a principle or theory explained to me rather than

attempting to understand it on my awn. 0 0
71. I like to flirt.

0 0
72. It is a pretty callous person who does not feel love and gratitudetoward his parents.

0 0
73. I like to do work which requires little study or thought after itis once learned.

0 0
74. I enjoy hearing a great singer in an opera. 0
75. In religious matters I believe I would haa to be called a skepticor an agnostic. 0 0
76. Usually I prefer known ways of doing things rather than trying outnew ys. 0 0
77. I like assignments which require me to draw my own conclusions from

Sam data or body of facts. 0
78. At times I feel like picking a fist fight with someone. 0 0
79. I never attend a sexy show if I can avoid it. 0 0
80. NY conversations with friends usually deal with such subjects as

mutual acquaintances and soCial activities. 0
81. I have spent a lot of time listening to serious music. 0 0
82. I would prefer to hear a series of lectures on the comparative meritsof forms of government rather than the comparative development of the

great religious faiths. 0 0
83. I each enjoy thinking about some problem which is a challenge to

the experts. 0 0
84. No man of character would ask hie fiancee to have sexual intercourse

with him before marriage. 0 0
85. I study and analyse my own Motives and reactions. 0 0.
86. I enjoy reading Shakespeare's plays. 0 0
87. I expect thik ultimately mathematics'will

prove more important for
. eankind_than theology. 0 0
88. It is a good rule to accept nothing as certain Cr proved. 0 0q

89. I dominate many of my acquaintances of about my awn age. 0 0
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90. Parents are much too easy on their children nowadays. 0 0
91. / like short, factual questions in an examination better than

questions which require the organization and interpretation of a

large body of material. 0 0
92. Much of my life I've dreamed about having enough time to paint or

sculpture.
0 0

93. In matters of religion it really does not matter what one believes. 0 0
94. Many of my friends would probably be considered unconventional by

other people. 0 0
95. At an exposition / like to go where I can see scientific apparatus

rather than new manufactured products. 0 0
96. / enjoy betting on horse races. 0 0
97. In most ways the poor man is better off than the rich man. 0 0
98. I enjoy thinking of new examples to illustrate general rules and

principles. 0 0

99. / would like to collect prints of paintings which I personally enjoy. 0 0

100. Each person should interpret the Bible for himself. 0 0

101. I don't like things to be uncertainand unpredictable. 0 0

102. / prefer the practical man any time to the man of ideas. 0 0

103. I like to work late at night. 0 0

104. I have been inspired to a way of life based on duty which I have

carefully followed. 0 0

105. I am uninterested in discussions of the ideal society or Utopia. 0 0

106. I am fascinated by the way sunlight changes the appearance of

objects and scenes. 0 0

107. I generally prefer being with people who are not religious. 0 0

108. Facts appeal to me more than ideas. 0 0

109. I like to imagine what is inside objects. 0 0

110. / always see to it that my work is carefully planned and organized. 0 0

111. I am in favor of strict enforcement of all laws, no matter what the

consequences. 0 0
112. / discuss the causes and possible solutions of social, political,

economic, or international problems. 0 0
(CO ON TO NEXT FA(Z)
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113. I think / feel more intensely than most people do.

114. Religion should be primarily a social force or institution.

115. my way of doing things is apt to be misunderstood by others.

116. I want to know that something will really work before I am willingto take a chance on it.

117. Young people sometimes get rebellious ideas, but as they grow up
they ought to get over them and settle down.

118. I read a great deal even when it is not required in my work.

119. I au embarrassed by dirty stories.

120. More than anything else, it is good hard work that makes life
worthwhile.

121. I prefer a long, rather involved problem to several shorter ones.

122. Sometimes I find myself
"studying" advertisements in order to

discover something interesting in them.

123. Institutionalized religion is not necessary for the maintenance of
a relationShip with God.

124. I have had strange and peculiar thoughts.

125. I would enjoy writing a paper on the possible long-term effects oroutcomes of a significant research discovery.

126. If I could get into a movie without paying and be sure I was not
seen, I would probably do it.

127. Kindness and generosity are the most important qualities for avdfe to have.

128. I react to new ideas which I hear or read about by analyzing themto see if they fit in with my own point of view.

129. I like to read about artistic or literary achievement.

130. It doesn't matter to me what church a man belongs to, or whether or
not he belongs to a church at all.

131. -I like to have a place for everything and everything in its place.

T F

0 0
0 0
0 0

O 0

O 0
O 0
O 0

0 0
0 0

O 0

0 0
O 0

O 0

O 0

O 0

0
0

El 0

0
132. The main object of scientific research should be the discovery of

truth rather than its practical applications. DD
133. I believe women ought to have as much sexual freedom as men. 0
134. Ny home life was always happy. 0
135. I prefer to carry out an activity or job rather than to do theplanning for it. Do
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136. I have at one tins or another in my life tried my hand at writing

poetry.

137. I frequently havl serious doubts about my religious beliefs.

136. Some of my friends think that my ideas are impractical, if not a

bit wild.

139. Science has its plate, but there are many important things
never possibly be unierstood by the human mind.

140. I would like to hunt lions in Africa.

141. In the final analysis, parents generally turn out to be right about

things.

142. I am unable to explain the reasons for my opinions and reactions.

143. I am interested in the historical changes and developments in

Ammrican Jess.

144. I mould consider it more important for my child to secure training

in athletics than in religion.

145. I don't like to work on a problem unless there is the possibility

of coming out wIth a clear-cut and unambiguous answer.

146. I don't care much for scientific or mathematical articles.

147. I often do whatever mskes me feel cheerful here and now, even at

the cost of some distant goal.

146. I should like to belong to several clubs or lodges.

149. I read articles or books that deal with new theories and points of

view within my field of interest.

150. Courses in literature and poetry have been as satisfying to me as

most other subjects.

151. Ni church, faith, or denomination has the only true approach to God.

that can

152. The unfinished and the imperfect often have greater appeal for me

than the completed and the polished.

153. I dislike mathematics.

154. Something exciting will almost always pull ma out of it when I am

feeling low.

155. the most important qualities of a husband are determination and

ambition.

156. I would enjoy studying the causes of an important national or

international event and writing a paper on these causes.
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157. I think I take primarily

an aesthetic view of experience. El
158. When science contradicts religion it is because of scientific

hypotheses that have not and cannot be tested. 0
159. Perfect balance is the essence of all gocd composition. Do
160. I like to read about science. Do
161. Once a week or oftener I become very excited. 0 0
162. I dislike women who disregard the usual social or moral conventions. ED
163. I have difficulty in imagining the reaction of a person of anotherperiod, race, or country, to a given situation or environment. 0 0
164. I believe in the worth of humanity but not in God. 0 0
165. I don't like to undertake

any project unless I have a pretty goodidea how it will turn out. 0 0
166. I like to look for faulty reasoning in an argument. 0 0
167. I have sometimes wanted to run away from home. 0 0
168. Only a fool would try to change our American way of life. 0 0
169. I like mock requiring considerable physical activity. 0 0
170. I have read little or none of the Bible. 0 0
171. I have bad very peculiar and strange experiences. 0 0
172. It puzzles me why some people will so avidly read and discussscience fiction. 0
173. I have never done any heavy drinking. 0
174. Divorce is often justified. Do
175. I would enjoy vziting a paper explaining a theory and presenting

the arguments for and against it. 0 0
176. One needs to be wary of those persons who claim not to believe in God. 0 0
177. It doesn't bother se when things are uncertain and unpredictable. 0 0
178. I would rather read about the livzs and works of men such as

Alexander, Julius Caesar, and Charlemagne than about Aristotle,Socrates, and Xant.
0 0

179. I have often gone against ey parents' wishes. 0 0
180. Disobedience to the government is sometimes justified. 0 0
181. I prefer to work with others rather than alone. 0 0
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182. I as more religious than most people. 0 0

183. It is hard for me to work intently on a scholarly problem for more

then an hour or tvo at a stretch.
0 0

184. la school I vas sometimes sent to the principal for curting up. 0

183. Nothing about communism is any good. 0 0

186. / an tantalised by a question or problem until / can think through

to am answer satisfactory to myself. 0 El

187. 18mm2 it comes to differences of opinion in religion ve should be

careful not to compromise with those vho believe differently than

we do.
0 0

188. When I sit dovn to study it is hard to keep my mind on the material. 0 0

189. I like to talk about sex. 0 0

190. There is nothing vrong with the idea of intermarriage betveen

different races. 0 0

191. I enjoy listening to debates and discussions on social, economic,

or political problems.
0 0

192. Science should have as much to say about moral values as religion

does.
0 0

193. I tend to ignore the feelings, of others vhen.accomplishing goes end

that is very important to me. 0 0

194. 'Nothing about fascism is any good. 0 0

193. I think about the values and meanings of a college education. 0 0

196. The idea of doing research does not appeal to re. 0 0

197. When a nen is with a woman he is usually thinking about things

related to her sex.
1:1

198. It's better to stick by what you have than to be trying new things

you don't really know about. 0 0

199. I enjoy a thought-provoking lecture. 0 0

200. I think / mould like to drive a racing car. 0 0

201. If you start trying to change things very much you usually make them

Orse 0 0

202. I am aroused by a speaker's description of unfortunate conditions in

locality or country. 0 0

203. The "facts" of nature depend entirely upon the rules of observation. 0 0

.
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204. People ought to be satisfied with what they have.

205. I dislike having others deliberate and hesitate before acting.

206. Homy of my dreams are about sex.

PLEASE RETURN THIS QUESTIONNAIRE TO THE

INSTITUTE FOR SOCIAL RESEARCH,
.426 THOMPSON STREET ROOM 4006

ANT TIME MONDAY THROUGH FRIDAY FROM

DEMME 8:30 TO 12:00 OR 1:00 TO 5:00.

VI WOUID LIKE TO THANK YOU AGAIN FOR

PARTICIPATING IN THIS STUDY.
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